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Abstract
Rayfield III, William Wesley. Ed.D. The University of Memphis. December
2012. Determining the relationship between participation in the arts and the academic,
personal, and social growth of community college students. Major Professor: Patricia H.
Murrell, Ed.D.
The purpose of this study is to answer the call of the National Endowment for the
Arts (2011), and various other arts-related organizations, for extensive research on the
ability of the fine and performing arts to improve the quality of life for those who
participate in them. Guided by C. Robert Pace’s theory of quality of student effort, this
study was conducted to determine the relationship between community college student
participation in arts-related courses and activities and their academic, personal, and social
development. The Community College Student Experiences Questionnaire (CCSEQ) was
used to acquire the data analyzed herein. The CCSEQ is a student self-assessment
instrument that provides information on the quality of students’ educational experience as
well as students’ progress toward important educational goals (Pearson, Gould,
Ethington, & Murrell, 2009). The subjects who provided the data used in the study were
303 community college students who attended “Regional Community College” during
the spring semester of the 2010–2011 academic year.
To address the four research questions posed in this study, the Statistical Package
for the Social Sciences (SPSS) will be used to conduct four two-factor multivariate
analysis of variance (MANOVA) analyses, one for each research question. The
dependent variables considered in each of the questions are the set of “estimate of gains”
items that best represent students’ academic, personal, and social development. The set
of independent variables considered in the study include students’ gender, students’ age,
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participation in arts-related courses, and students’ quality of effort in the art, music, and
theatre activities, provided by the institution.
The results of the study indicate that significant differences do exist in the selfreported development of the groups observed. Most notable is the large difference found
in the overall development of the male and female students of Regional Community
College. Differences were also observed in the academic and social development of
students reporting different levels of participation in arts-related courses and activities.
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Chapter 1
Introduction
I began my college career at a community college in central Alabama. Like so
many, the community college environment provided me the opportunity to grow and
develop academically, personally, and socially. Much of my development can be
attributed to the time and effort that I invested in my experience as a student at that
institution. By taking advantage of the numerous opportunities the college provided me,
I was able to develop the skills that are essential to academic success at a four-year
institution, to determine and solidify many of my personal goals and beliefs, and to
cultivate meaningful relationships which I still enjoy to this day. Many of the activities
to which I devoted the most effort while at the college, and to which I attribute the above
mentioned growth, were mainly those dealing with the fine and performing arts. While
attending and taking part in choral concerts, plays, dance recitals, and various courses
devoted to these areas, I experienced a heightened level of interaction with both my peers
and instructors. This undoubtedly had a positive impact on my experiences at the college
as well as my future educational endeavors.
This personal experience has prompted me to ask whether other students that have
attended or are attending community colleges have found their experiences in the arts,
similar to those I have mentioned here, to be as beneficial as I did.
Statement of the Problem
The National Endowment for the Arts (2011) recently addressed the importance
of the arts to humanity stating, “throughout human history, in virtually all cultures, the
arts have been viewed as a hallmark of civilization…” (p. 11). The arts have also long
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been touted as a vital part of a “well-rounded” education; however, these sentiments are,
unfortunately, not universally held as true. In stark contrast, the arts are seen by others in
society as merely entertainment, an “extra” that is completely unrelated to every aspect of
human development. These contrasting views are often manifested in society through the
elimination of educational arts programs during times of economic peril. After all, it is
hard to justify setting aside public funds for “extras” when there are so many things that
must be provided to students of every age and at every level of education.
Wolverton (2009) quotes Ron Jones, Dean of the College of Visual and
Performing Arts at the University of South Florida, who stated that the problem with the
arts in the higher education environment is that those involved in the arts “sit back and
claim our importance, but we never convince the people that need to understand how
important we are” (para. 14). Jones further stated that “a quick rational argument” cannot
be expected to convince anyone of the value of the arts enough to “cave in and give you
money” (Wolverton, 2009, para. 15). Jones’ statements are supported by the fact that arts
appropriations are often the target of politicians at both the state and federal level. Many
states, including Texas, Wisconsin, Kansas, and New York, are planning to significantly
reduce their arts budgets in the years to come (Juarez, 2011, November 14). In addition,
the National Endowment for the Arts plans to reduce its funding requests in the coming
years as a means of avoiding “increased Congressional hostility” (Juarez, 2011
November 14, para. 4)
Such arguments and potential budget cuts have led to the National Endowment for
the Arts (2011), as well as other arts-related organizations, to call for “vigorous and
extensive research” on the arts and their potential to improve the educational experience
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and quality of life outcomes of those who participate. Producing empirical evidence on
this topic will help to both facilitate better understanding about how the arts contribute to
humanity as well as to possibly inform and shape public policy and funding.
Statement of Purpose
The purpose of this study is to answer the call of the National Endowment for the
Arts for “vigorous and extensive research” on the ability of the arts to improve the quality
of life for those willing to participate (National Endowment for the Arts, 2011, p. 11).
Focusing on the community college setting, this study seeks to determine the relationship
between community college student participation in arts-related courses and activities and
their academic, personal, and social development. In addition, this study seeks to
determine how the characteristics of community college students, particularly age and
gender, affect the level of student participation in the arts and, in turn, the level of
development these students experience. The following research questions will be used to
fulfill this purpose.
Research Questions
The research questions that will guide the current study are:
1. Is there a significant difference in students’ academic, personal, and social
development as measured by their level of participation in arts-related college
courses and their gender?
2. Is there a significant difference in students’ academic, personal, and social
development as measured by their level of participation in arts-related college
courses and their age?
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3. Is there a significant difference in students’ academic, personal, and social
development as measured by their level of participation in arts-related college
activities and their gender?
4. Is there a significant difference in students’ academic, personal, and social
development as measured by their level of participation in arts-related college
activities and their age?
Limitations of the Study
There are potentially three limitations to the current study. The first is the size of
both the sample from which the data was obtained as well as the size of the population
from which the sample was taken. Because the data used in this study was obtained from
303 students at a single community college, the findings of this study may not be
generalizable to other community colleges or the students that attend them.
The second possible limitation of this study is that the data analyzed herein is
made up of student responses to survey questions. The validity and reliability of college
student responses to survey questions has been questioned in the past. A full discussion
on the credibility of these instruments, and student responses to them, is provided in
chapter three.
The third and final limitation of the study is that there are some community
college student characteristics that will not be included in this analysis. Because student
ethnicity and socioeconomic status will not considered, the results of the following
analyses may not be equally generalizable to students of all races or creeds.
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Definition of Terms
The terms listed and defined below are those that are significant to the current
study.
The Arts. The fine and performing arts. The specific disciplines of the fine and
performing arts considered in this study include: art (painting, sculpture, etc.), music, and
theatre (plays, musicals, dance, etc.).
Community College Student Experiences Questionnaire (CCSEQ). First
published in 1990 by C. Robert Pace, Jack Friedlander, and Penny W. Lehman, the
CCSEQ is a self-assessment instrument that provides information on the quality of
students’ educational experience as well as students’ progress toward important
educational goals.
Estimate of Gains. Self-assessment made by students which indicates their
perception of the progress they have made toward achieving 25 educational goals.
Quality of Effort. Pace (1984) defines quality of effort as “the amount, scope,
and quality of effort that students put into taking advantage of the opportunities offered to
them by the college” (p. 6). The quality of community college student effort is measured
by the Community College Student Experiences Questionnaire (CCSEQ) through a series
of quality of effort scales.
Scale. A scale is a group of questions or items provided in the CCSEQ designed
to measure how much and how often students engage in the various activities provided by
the community college they attend (Pearson, Gould, Ethington, & Murrell, 2009). The
CCSEQ contains 12 quality of effort scales.
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Chapter 2
Review of Literature
The following review of the relevant literature is comprised of several
components. Because the study was designed in an effort to determine if community
college students’ participation in arts courses and programs has an effect on their
personal, social, and academic growth, the chapter will begin with a broad overview of
theories and previous studies showing the various effects of the arts on human subjects.
Second, the community college environment will be discussed in order to define and
describe this unique setting as well as the students who attend these institutions. This
discussion will address the history of these institutions, the characteristics of the students
they serve, and the curriculum they have offered through the years. Next, the place of the
arts in the community college curriculum will be described. As a part of this discourse,
the purpose of arts courses and activities will be discussed as well as the potential
benefits of community college student participation in such events. Following the
discussion of the arts in the community college curriculum, the theoretical models which
guide the current study will be defined and described. The two models presented are
Alexander Astin’s Theory of Student Involvement and C. Robert Pace’s Quality of Effort
Theory. The chapter will conclude with a brief summary and the research questions that
the study is designed to address.
The Arts and Humanity
The beneficial nature of the arts has long been argued and debated. Whatever the
genre or medium, the arts, and our experience of them, have been seen and claimed by
many to be an essential part of our lives, society, and even humanity as a whole. The
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National Endowment for the Arts (2011) states that “participation in the arts and arts
learning has long been believed to support the development of human potential” (p. 11).
It would be a difficult task indeed to find an individual who cannot describe at least one
instance in his or her life in which some discipline of the arts played a role in enhancing
that experience. For many, the arts are strongly tied to their memories of individuals,
preferences for activities and places, as well as an array of other aspects of our lives. As
a matter of fact, most people would probably not be very surprised to discover that the
various forms of art (art, music, theatre, dance, etc.) are so ingrained in their routines that
they are absolutely inseparable from the daily happenings of life. Further, these same
individuals would probably admit that this exposure to the arts, at least to some degree,
has the potential to influence their lives whether it is psychologically, cognitively,
physically, spiritually, or socially. It is essential to explore these potential influences
because “understanding the benefits of the arts is central to the discussion and design of
policies affecting the arts” (McCarthy, Ondaatje, Zakaras, & Brooks, 2004, p. iii).
Psychological Influence
Pignatiello, Camp, and Rasar (1986) demonstrated one of the potential influences
of the arts on the lives of human beings with a study based on the idea that the moods of
an individual can be “induced” through listening to music. In other words, music can
change how a person is feeling (Cohen, 1999). In their article, Musical Mood Induction:
An Alternative to the Velten Technique, the authors explain significant changes and
differences in the musically “induced affect” of the groups of experiment participants (p.
295). Excerpts of pieces of music having different emotional characteristics (referred to
by the authors as “elated,” neutral,” and “depressing”) were played for participants. As
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Cohen (1999) points out, the results of Pignatiello, Camp, and Rasar’s experiment show
that the emotional characteristics or feelings portrayed in the excerpts did, in fact, change
the subjects’ moods in expected directions. If applied to our daily lives, the findings of
such an experiment can have major implications. It shows that humans can be
significantly affected by the arts — even during the smallest, seemingly insignificant,
occurrences of life. Take the daily commute to work as an example. Can a fast-paced,
uplifting song heard on the radio not set a positive tone for our day? In contrast, could a
dirge-like tune not have an equal yet opposite effect?
Kreutz, Ott, Teichmann, Osawa, and Vaitl (2008) conducted a similar study
which resulted in nearly identical findings. The participants in this study were, as they
were in Pignatiello, Camp, and Rasar’s (1986) study, subjected to excerpts of classical,
instrumental music. Each musical excerpt represented one of the following emotions:
happiness, sadness, fear, anger, and peace. After hearing each musical example, the
study participants responded to questionnaires designed to record the emotion felt as well
as the intensity of that emotion. Not surprisingly, Kreutz et al. also concluded that most
of the excerpts did “induce corresponding emotions” (the emotions which each piece
represented) in participants (p. 118). However, this study went one step further by
considering the musical background of participants. Participants reported their previous
musical experience at the beginning of the study, via a questionnaire, by categorizing
themselves as a “non-musician,” “occasional playing musical instruments (only for fun),”
“amateur,” or “professional” (p. 107). In contrast to the researcher’s expectations, those
with less musical experience reported feeling stronger emotions when listening to most
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musical examples. This could imply that the arts, particularly music, affect individuals in
similar ways regardless of the level of formal training.
While the studies presented above show that the arts can possibly have an
emotional or psychological impact on people, we should not assume that they are only
capable of affecting the emotions.
Cognitive Influence
While the arts probably affect human disposition and general outlook on life most
commonly, it is not the only way in which they could play a role in life as well as the
“development of human potential” (National Endowment for the Arts, 2011, p. 11). Some
theories and studies suggest that the various disciplines included in the arts are a vital part
of us cognitively as well.
Music and cognition. Howard Gardner (1983b), for example, considers musical
competence an essential part of human intelligence. While not equally present in or
utilized by every person, it is possessed, at least to some extent, by everyone from an
early age. Further, Gardner explains that there are “important and integral links that
obtain between music and other spheres of intellect” (p. 122). Gardner’s statement
insinuates that an individual’s acquired level of musical intelligence or competence,
which is gained through exposure to and participation in musical activities, can
potentially play a major role in the ways that humans take in information and develop a
more comprehensive understanding of the world. Again, this is an area of human
intelligence of which different people will attain and utilize at different levels; however,
it is a realm of intelligence that is essential to everyone to some extent. Brualdi (1996)
supports this idea by pointing out how Gardner’s theory “states that all seven
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intelligences are needed to productively function in society” (Using Multiple
Intelligences in the Classroom section, para. 1).
The discussion of the arts as they relate to Gardner’s theory has, to this point,
focused entirely on music due to the fact that musical intelligence is such a crucial
component to the theory; however, this should not suggest to the reader that music is the
only discipline within the arts that is applicable to the topic. Other mediums can be just
as easily linked to Gardner’s theory of intelligence as well as human development as a
whole. Other examples that come to mind are dance, visual art, and theatre.
Dance and cognition. The art of dance is one that easily lends itself to Gardner’s
(1983b) theory by way of the theorist’s notion of bodily-kinesthetic intelligence. Bodilykinesthetic intelligence is the concept of having knowledge of the body and the skillful
use thereof. Gardner goes further in explaining the concept saying that the mental and
physical facets of intelligence are not altogether separate as some psychologists have
“discerned and stressed a close link between the use of the body and the deployment of
other cognitive powers” (p. 208). Schwartz (1993) states that this aspect of Gardner’s
theory is one that “registers physically” with dancers (para. 1). The art of dance also
complements another one of Gardner’s seven intelligences, particularly spatial
intelligence. Dancers’ knowledge of their own bodies and movement, as well as that of
those around them, helps them develop their understanding of space and their place
within it (Schwartz, 1993).
Visual art and cognition. As mentioned above, visual art can also be considered
in a discussion of Gardner’s theory. Especially when considering human development in
the realm of spatial intelligence, some disciplines included in the visual arts (such as
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drawing, painting, and sculpting) are seen as being particularly pertinent. Gardner
(1983a) suggests that, while spatial intelligence can be encouraged through leisure
activities such as sailing as well as academic interests such as geometry, visual art
disciplines including sculpting and painting are quite conducive to the development of
this type of intelligence as well. These disciplines do not merely require the artist to
judge the general size, shape, and overall look of a subject, but to also present as accurate
a portrayal of that subject as possible. The more advanced an individual’s spatial
intelligence, the more advanced his or her perception of the world may possibly be.
This is a bold statement, but before dismissing such a claim or viewing spatial (and
visual) intelligence as trivial, it is important to note that some psychologists proclaim this
ability to be the “primary source of thought” (Gardner, 1983b, p. 176). Perhaps this is
Gardner’s (1983b) reason for placing so much emphasis on this type of intelligence;
stating that, while in many endeavors “spatial intelligence alone might not suffice to
produce competence, …it provides much of the necessary intellectual impetus” (p. 190).
Theatre and cognition. Not to be left out, theatrical arts can also make
significant contributions to cognitive development. Theatre is able to make such a
contribution due to the fact that it combines many elements included in the disciplines
discussed above. There are often elements of music, dance and visual art present in a
dramatic performance, and each of these elements can play a role in the cognitive
development of both those participating in a production and those observing it. For
example, can an elaborate stage set, built to represent the setting of the story being told,
not advance one’s spatial or visual intelligence just as easily as a painting or sculpture
found in an art gallery? Does a dance number performed by a cast not assist in
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developing the bodily-kinesthetic intelligence of those participating? Perhaps even those
watching? Does the use of leitmotif and recitative in an operatic performance not provide
those “integral links that obtain between music and other spheres of intellect” (Gardner,
1983b, p. 122) by enhancing our emotional and even our spiritual understanding of what
we are seeing? Do the stories told in theatrical performances, both fiction and nonfiction, not add to, at least in some capacity, our understanding of the world? All of these
could be considered possible outcomes of such participation in theatre activities, and
some past studies support such a suggestion.
Catterall, Chapleau, and Iwanaga (1999) conducted a study to observe how
middle and high school students were affected by their participation in theatre activities.
The activities in which the students participated included: taking drama courses,
participating in drama clubs, and taking part in school plays and musicals. The authors
found that those students who had a higher level of involvement in theatre activities
experienced development in both reading proficiency and self-concept. Those who
participated in theatre activities were also viewed as having more tolerance and empathy
for races and backgrounds other than their own. Findings such as this show that
participation in the theatre, whether it is as a performer or audience member, can play a
major role in “deepening human understanding” (Catterall, 2002, p. 58).
Physical Influence
One can take from the discussion above that the arts can, or at least have the
potential to, influence our lives in a number of ways both mentally and emotionally.
However, to end the discussion there would be a mistake. By doing so, we would be
omitting an important aspect of humanity that contributes greatly to our overall quality of
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life — our physical development and well-being. After all, the ability to meet the daily,
physical demands of life is often necessary if we are to experience those things that
provide the psychological and cognitive development previously described. Some
research suggests that the arts can have a significant influence on physical development,
and that development can take place throughout the lifespan.
When discussing the physical development of young children, for instance, it may
not be a natural reaction to immediately look to the arts as an important contributor. We
are much more likely to first read about the benefits of participating in recreation-league
sports programs or time spent taking part in outdoor leisure activities such as bike riding
or childhood games such as “hide-and-seek.” However, we cannot altogether overlook
the arts as an outlet for meaningful physical activity. Take dance as an example. Above,
the cognitive benefits of the discipline were discussed, but there are also many physical
benefits that can result from participation in the discipline. Koff (2000) states that a
young child’s participation in a dance program can “foster physical development through
guided practice in gross and fine motor skills and coordination” (p. 30). The activity also
provides children with an outlet to productively utilize the high energy levels that are so
common in children (Koff, 2000).
Dance has also proven advantageous to adolescents. Flores (1995) conducted a
study in which African American and Hispanic adolescents were asked to participate in a
school dance program designed to promote a healthy and active lifestyle. Students
representing these particular demographics were chosen due to the fact that members of
these races are said (in the article) to have a heightened susceptibility to cardiovascular
disease. The hope was to develop an effective way to reduce the risk of such a disease
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for students at an early stage in life. The results of the study showed that student
participation in the school dance program proved effective in improving the overall
fitness of the participants. Dance was also found to be effective in promoting weight loss
in the participants.
All of the arts, though only dance was addressed above, can serve as a source of
physical development and, at the very least, a healthy activity for children and
adolescents; however, they can do the same for adults as well. It has even been suggested
that various art forms can be used as a source of therapy. According to Hanna (1995),
dance has the ability to reduce the effects that accompany various injuries, diseases, and
even stress. Jones (1996) describes the therapeutic nature of the physical aspects of
theatre participation stating that dramatherapy is in part concerned with “the way in
which an individual relates to their body and develops through their body when involved
in dramatic activities” (p. 113). Music has also been used as a means of therapy as it has
been shown to promote relaxation and to reduce symptoms of stress that could be
physically manifested in people (McCarthy et al., 2004). McCarthy et al. support their
findings by providing their own list of some of the many health benefits of participating
in the above mentioned disciplines. It includes: improved quality of life, improved
mental and physical health, and reduction of stress and anxiety.
Spiritual Influence
The idea that the arts can benefit and transform us spiritually is not a new one.
One could even argue that it is an idea as old as spirituality itself. Some of the oldest
artifacts known to man are works of art (paintings, sculptures, monuments, etc.) designed
and crafted to represent spiritual or religious figures, and millions have dedicated a
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lifetime to serving and worshipping those figures. Viewed in this way, art not only has
an influence on human spirituality, but it serves in many instances as an earthly
manifestation of the source of that spirituality. There are an endless number of examples
of this. For instance, we are all undoubtedly familiar with the ceiling of the Sistine
Chapel on which Michelangelo painted his breathtaking portrayal of God stretching out
to touch Adam. The beauty of the image is, itself, worthy of praise; however, the
moment it depicts is a reminder to those who enter the chapel of their devotion to their
creator. The same can be said of Johann Sebastian Bach’s Mass in B minor. Though the
piece is now performed and studied more to appreciate its beauty as well as the
unbelievable (some might even say divine) skill with which it was composed, we must
not forget the purpose that the piece was originally intended to serve — to facilitate
worship. The same can be said for the millions of sacred pieces and hymn tunes that
have, over the years, been produced. Yet another example of art influencing human
spirituality is Jerusalem’s Western Wall. This piece of architecture serves as both a
symbol of religious beliefs as well as a place of worship that calls millions from around
the world to the city every year. It inspires believers and prompts them to exercise their
cherished convictions. Halstead (1997) explains art and its value to religion in much the
same way saying:
Art forms such as icons, calligraphy, sculpture, stained glass, mosaics,
architecture, and religious painting, dance and music may provide an important
vehicle for developing an understanding of religious ideas, beliefs and concepts,
and for believers such art forms may be an outward expression of inner conviction
or of deep religious truth. (p. 102)
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It is important to note, however, that spirituality is not necessarily synonymous
with religion. While for many spirituality does mainly consist of the establishment of
and adherence to religious convictions, for others it means the development of
meaningful relationships with other individuals including family members, friends, and
community members both past and present (Tisdell, 1999). This idea of spirituality is
often manifested in the deep-seated desire to grow and nurture those relationships as well
as the interests of those with whom those meaningful relationships exist. Tisdell (1999)
further discusses spirituality as an outlet for “constructing knowledge through image and
symbol” (Spirituality in the Context of Culture section, para. 6). As such, this more
secular view of spirituality appears to be equally susceptible to the potential influence of
the arts much like the religious view described above.
Whatever our view or definition of spirituality (religious or secular), it will surely
be based on the personal values that we hold dear in our lives. And from the discussion
above, it appears that the arts could play a role in both the development and
demonstration of those values.
Social Influence
Yet another aspect of humanity that the arts can potentially shape is that of social
development. This is an area that is closely related to the above mentioned human
spirituality due to the fact that much of spirituality is dependent on the development and
fostering of meaningful relationships. However, before individuals can enjoy the
relationships that will sustain them spiritually, they must first have the opportunity to
become acquainted with others and gain an understanding of the vast interests and
cultures that these new acquaintances have and represent. If such opportunities are
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provided, individuals can then begin to learn how to both support and encourage growth
in their new acquaintances as well as to see the reciprocation of that same support.
Growing socially in this manner will then, in turn, facilitate further psychological,
cognitive, physical, and spiritual growth for all involved. Viewed in this light, the social
influence and growth that the arts can potentially provide may be the most important.
The remarks above will undoubtedly lead to the following question: how exactly
do the arts provide such opportunities? McCarthy et al. (2004) address this question by
stating that the social benefits of the arts take place in two ways: they promote interaction
between community members, and they serve as the “empowerment of communities to
organize for collective action” (p. 14). By attending or participating in community
concerts, theatrical productions, or visual art exhibits, participants reveal their values to
one another whether it is through their participation (actual production of a work of art)
or through a discussion of a particular art form, work, or event with others. Not only are
their cultural values revealed to others in the process, but they are also exposed to values,
beliefs, and understandings of the world that are different from their own. As such
activities take place, a collective community understanding and identity is developed by
promoting appreciation and pride in the diversity amongst the individuals of which the
community is made (McCarthy et al., 2004).
Having described the many ways in which the arts can potentially affect human
beings, there is little wonder why the National Endowment for the Arts (2011) made the
following statement in a recent publication:
Ultimately, it may surprise no one to discover that arts and arts education have
strong positive effects on wellness and quality of life. Throughout human history,
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in virtually all cultures, the arts have been viewed as a hallmark of civilization—
so why not of health and human development? (p. 11)
The discussion above at the very least lends support to the idea that the arts can
play an integral role in human development in the many areas of one’s life and during the
many stages of life. The National Endowment for the Arts (2011) states that the arts have
time and time again shown themselves to be concomitant with positive outcomes in
individuals cognitively, behaviorally, and socially throughout the lifespan. The studies
presented above are a few of the many that show the contribution that the arts can make
in ensuring these outcomes for young children, adolescents, and the elderly; however,
little has been said to this point about the place of the arts in the lives of college students,
more specifically community college students. Before attempting to address that issue
though, it is first necessary to discuss and define the various aspects of the community
college environment including its history and mission, the students who attend this type
of institution, and the curricula that they offer.
Community Colleges
For millions of individuals, the community college setting has provided an
opportunity for academic, professional, personal, and social growth. By offering a vast
array of educational programs, courses of study, and extracurricular activities,
community colleges are able to address and serve the unique needs of a very diverse
student population. Because community colleges are so diverse in their program
offerings and accessible (both financially and academically) to those interested in such
programs, it is not difficult to see why enrollment at these institutions has remained high,
especially in recent years. According to figures from the U.S. Department of Education
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(2011), student enrollment in 2-year colleges accounts for 36.6 percent of the total
enrollment of all higher education institutions. In order to see the significance and
impact of the community college setting on this student population, it is necessary to first
briefly discuss the origins and mission of these unique institutions.
History and mission. In the early 20th century, American community colleges
began with the mission of providing students the opportunity to receive instruction in one
or more educational areas including general, vocational, and remedial education so that
their diverse students could achieve whatever educational goals they held for themselves.
Assisting these students in achieving their goals was a major part of the foundation on
which the early community college’s mission was based. Apparently, not much has
changed since that time. According to Schuyler (1999), there are three distinctive goals
held by community college students which the mission of such an institution supports.
These goals include: basic academic improvement (remedial education), education for the
purpose of gaining employment (vocational education), and education in preparation for
transfer to a four-year college or university (general education). In addition to providing
quality instruction in these areas, the community college mission also shows a dedication
to providing it for all who are interested regardless of academic ability and
socioeconomic class. This dedication is demonstrated by an open-enrollment policy that
is common at many community colleges. Further, this instruction is offered at a fraction
of the cost of many four-year institutions. Both of these aspects of the community
college mission play an enormous role in providing access to those who would otherwise
be unable to pursue a college education.
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There is no better example of an institution that embodies the traditions and spirit
of the American community college than Joliet Junior College. Established in 1901 in
Joliet, Illinois as the nation’s first public community college, the institution offered
instruction beyond high school to students who could not yet afford or gain acceptance to
a four-year college or university (Phillippe & Sullivan, 2005). In a way, the community
college began as somewhat of a holding environment (Kegan, 1982) for students who
were, for one reason or another, not ready to enter a four-year institution. However, by
participating in the course work and activities included in the community college
curriculum and environment, a student could experience the personal, social, and
academic growth necessary to overcome any educational deficiencies, gain employment
in the nation’s workforce, or continue his or her study at a four-year college or university.
Today, the nation’s community colleges continue to offer numerous opportunities in
which their diverse students can develop in the above mentioned ways. But, who attends
community colleges? Are these students any different from those individuals attending
four-year institutions? These are important questions to address because, as Cohen and
Brawer (1996) point out, “it is difficult to disaggregate the effects of community colleges
from the characteristics of the students who enter them” (p. 52).
Community college student population. There are, in fact, some noteworthy
differences between the student body found at a typical four-year institution and the one
found at the typical American community college. As one may expect, there are some
differences in the educational goals and intentions of community college students
compared to students at four-year colleges and universities; however, the most obvious
differences are found in the student demographics of each type of institution.
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Student demographics. Among the significant differences in student
demographics between community colleges and four-year institutions are age, gender,
ethnicity, and socioeconomic background. Horn and Nevill (2006) state that “community
college students are more likely to be older, female, from low-income families, and are
less likely to be white” (p. 9). George Boggs (2010, October), President and CEO of the
American Association of Community Colleges, tells us that 54% of community college
students are over the age of 21, with the average age of community college students being
28 years. The number of students in this older age group is significantly higher than the
student populations of most four-year institutions (Horn & Nevill, 2006).
Second, as stated above, the dominant gender of the community college student
body differs from that of a four-year institution. For many years, females have made up
the majority of the community college student population. During the 2003–2004
academic year, females made up nearly 60% of the community college student
population (Horn & Nevill, 2006). This figure has gone down slightly in recent years.
According to the U.S. Department of Education, National Center for Education Statistics
(2010), female enrollment at two-year institutions was at 4,403,165 which represented
approximately 57% of the total student population. While this ratio is still slightly higher
than that found at four-year institutions, the recent decline has brought the two institution
types much closer in terms of gender.
Another significant difference that is found between the student bodies of fouryear and two-year institutions is the percentage of minority students served by each. In
2009, minority students made up approximately 29% of the students attending four-year
institutions; however, minority students represented approximately 37% of the students
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attending two-year institutions (U.S. Department of Education, National Center for
Education Statistics, 2010).
Finally, the students attending community colleges often differ socioeconomically
as well. According to Horn and Nevill (2006), nearly 30% of dependent community
college students are from families making under $32,000 a year. This is significantly
different from the 21% of students from families with the same income attending fouryear colleges. In addition, 25% of financially independent community college students
live within the lowest income bracket. This, too, is much different from the 20% of
independent students at four-year institutions living in the same income bracket (Horn &
Nevill, 2006).
What implications might these characteristics have on community college
students and the ways in which they experience the college environment? Each
characteristic could possibly make an enormous impact on a student’s level of
involvement in the environment as well as the effort that they put forth in the activities
offered at their particular institution. Take the average age of community college
students as an example. A 28-year-old student will have a number of life roles and
responsibilities that are quite different from those of traditional-age college students.
They are more likely to be married, more likely to have children, and more likely to have
professional responsibilities outside of the classroom. All of these roles and
responsibilities, while undoubtedly rewarding in many ways, demand an enormous
amount of time. As a result, they will certainly have an impact on the amount of energy
that each student is able to devote to college coursework and activities.
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The competing responsibilities with which these older students must contend
require them to essentially do more with less. Because their time spent on campus
interacting with other students and faculty is limited, they must put forth such an effort
that enhances the quality of the limited time they do spend in the college environment.
Ensuring that these students get the maximum benefit from this time and effort may also
require the institution and its faculty to develop and utilize new teaching strategies and
student activities.
Where gender is concerned, females who traditionally have more extensive
parental responsibilities (often times in addition to already extensive professional
responsibilities) could likely have less time available to them for formal educational
endeavors. This, like the typical age of community college students, may make it more
likely that the students who fall in one of these categories will be part-time instead of
full-time students. This could have major implications on the amount of time a student
will spend on campus immersed in scholarly and social activity. The same can be said
when ethnicity is considered. Cohen and Brawer (1996) state that minority students are
more likely to be from low-income families, and as a result are more likely to be parttime students. This could be due to the fact that they must juggle work and education or
that they are simply unable to afford to take more than one or two courses at a time. The
same argument can be made for non-minority students from families of a lower
socioeconomic status.
Student goals. The goals of community college students are many times a
reflection of their needs. As mentioned above, Schuyler (1999) stated that the goals held
by community college students are to acquire instruction in one or more of the following
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areas: remedial, vocational, and general education. Those pursuing improvement in basic
skills (remedial education) do so out of their need to address educational inadequacies.
This is a goal that is much more commonly held by community college students, not to
mention more commonly addressed in the community college setting than in four-year
institutions. Likewise, those with the goal of attaining vocational education have the
need to acquire new skills that could possibly make them attractive to future employers,
or perhaps even make them eligible for a better job.
As is the case with remedial educational opportunities, one is more likely to
pursue vocational education in the community college setting. Finally, those
participating in general education activities (the liberal arts) often have the need to
prepare themselves to be productive participants in the four-year college or university
environment. These students strive to attain the skills needed to successfully transfer to
another institution. Cohen and Brawer (1996) provide the following observation: “to
transfer to a senior institution, enter the job market, get a better job, or merely learn for
one’s own purposes: these are students’ chief reasons for attending community colleges”
(p. 61). From this statement, we can see that community college students pursue many
goals and seek to improve themselves in various areas of their lives, and it is through a
diverse and unique curriculum that they strive to achieve those goals and attain that
improvement.
Community college curriculum. Cohen and Brawer (1996) state that “a
curriculum is a conduit through which people move in order to prepare themselves to do
or be something other than what was the case when they began” (p. 233). This powerful
statement defines the purpose that the community college curriculum serves. Though the
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discussion of the community college mission and student body somewhat described the
community college curriculum, its importance and purpose warrants further discussion
here. Schuyler (1999) describes the important role of community colleges in the
American higher education system stating, “The community college is a unique
institution in the American system of higher education. Fundamentally, its curriculum is
the source of that uniqueness, with such diverse areas of study as general education,
vocational education, and remedial or developmental education” (p. 3). The curriculum
of the community college is so broad, diverse, and “unique” because it has developed in
response to the many goals and ever-changing needs of the student body. Further, this
curriculum is continually evolving in an effort to respond to the fluidity of those needs as
well as the demands of community. The importance of the offered programs to the
community will undoubtedly change slightly with time (depending on educational and
vocational trends in that particular community), but the curriculum will always provide
for student needs in the following areas.
Remedial education. Remedial education in the community college setting first
appeared in the 1930s and experienced continual growth for the next two decades (Koos,
1970). It was during the 1970s, however, that remedial education became a truly
comprehensive program present in the curriculum of most of the nation’s community
colleges (Barshis & Guskey, 1983). One might even argue that this aspect of the
community college curriculum is as prevalent now as it ever has been in the past, and
rightfully so. Remedial education, or developmental education to which it is sometimes
referred, is a crucial component of the educational process for many underprepared
students, one that can potentially open the door to further study at a four-year institution.
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While the benefits to students are endless, remedial education also serves the institutions
as well. Because there is an open-door policy guiding the admissions processes of most
community colleges, there is undoubtedly a higher concentration of underprepared
students attending them. This fact makes remedial education essential to the survival of
the institutions as well as the mission which they serve and promote. Cohen and Brawer
(1987) explain the situation stating that “the colleges do not want to restrict admission,
but they must make special provision for students who cannot manage the collegiate
curriculum” (p. 136). Most remedial offerings provided address inadequacies in
“communication (reading, writing, speaking) and quantification (usually, a calculations
review course)” (Barshis & Guskey, 1983, p. 92).
Vocational education. Yet another important aspect of the community college
curriculum is vocational or career education. Since its inception, the argument has been
made that community colleges should provide vocational education programs for those
not interested in pursuing a four-year degree (Cohen & Brawer, 1996). However,
vocational education began to grow significantly in the 1960s due to a growing labor
market and funding programs like the Vocational Education Act of 1963. Since this
expansion, enrollment in vocational education programs has remained high, and at least
in recent years, has continued to grow significantly. Hanson (2010) argues that
America’s community colleges have made the expansion of vocational or career
education a top priority. Considering the current state of the economy and the number of
people who have been or are currently unemployed, it is only natural that this aspect of
the community college curriculum experience significant growth. Thousands of
Americans are trying to learn new trades and develop new skills in an effort to find a new
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place in the workforce, and many of them look to community colleges to provide that
opportunity. Especially in times of economic struggle, this aspect of the community
college curriculum is of the utmost importance to students, communities, and the
economy.
It is worth mentioning, however, that there is a fear among community college
educators and administrators that the growing emphasis on vocational training could
possibly diminish the importance of the final area of the community college curriculum,
liberal arts education. Selingo (2009, April 7) discusses this fear in a recent article which
describes how the humanities are being “shoved aside” due to the growth of workforce
development programs (para. 1).
Liberal arts education. This final area of study considered here, the liberal arts,
is the oldest community college curricular tradition. It is a tradition that serves as the
“foundation” of the community college curriculum (Brawer, 1999), and this foundation
and these traditions are all reflected in the mission of the American community college
system. Such educational offerings serve the collegiate function of providing information
that is relevant to all students (Cohen & Brawer, 1996). The liberal arts are relevant in
the sense that they “provide contexts for understanding, rather than the knowledge that
some bit of esoterica is true or false” (Cohen & Brawer, 1996, p. 309). They help people
make sense of the world as well as help them to find their place within it. Perhaps this is
why all students are, at least to some extent, expected to participate in the liberal arts
while attending a community college.
What is included in the liberal arts curriculum? Brawer (1999) provides the
following as subject areas that are considered to be a part of the liberal arts: humanities,

27

English, math, computer sciences, social sciences, and the fine and performing arts. All
of these subject areas are considered by many to be vital aspects of the community
college curriculum, and they are understood to serve all students well regardless of their
goals or intent (remediation, vocational education, education for transfer). However, the
focus of the following discourse will be on the final liberal arts subject area offered by
Brawer, the fine and performing arts.
The Arts in the Community College Curriculum
This chapter began with a discussion of the many ways in which the arts can
potentially affect humans using studies that showed these effects in the lives of children,
adolescents, and the elderly. Here I will briefly describe how the inclusion of the arts in
the community college curriculum can potentially affect the students of these institutions
in the same manner. As a part of this discussion, the place of the fine and performing arts
within the liberal arts curriculum will be considered.
The fine arts as a part of the liberal arts curriculum.
...aesthetics is not taught with a mind to training students to become philosophical
aestheticians. Rather, it is part of a liberal arts education designed to broaden
perspectives and to develop critical skills. As such, it is applicable to primary and
secondary education as it is to higher education… (Crawford, 1987, p. 228)
The fine and performing arts have always served as a part of the liberal arts
curriculum offered by community colleges. In turn, the fine and performing arts have
always been made available (through arts-related courses and extracurricular activities) to
the students attending these institutions. They became, as mentioned previously, a part of
that liberal arts foundation on which the community college curriculum was built. The
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liberal arts are a higher education tradition that began long before the inception of the
first community college, however.
Cohen and Brawer (1996) explain that the liberal arts were developed and
implemented during medieval times. They were considered vital to the education of any
learned individual in the sense that they helped students “evaluate their society” as well
as “gain a sense of what is right and what is important” (Cohen & Brawer, 1996, p. 309).
They were practical courses that could be directly applied to one’s life. Perhaps this is
the reason that the fine and performing arts have been included in the liberal arts
curriculum since it was developed. Further, this could be the reason that the nation’s
community colleges have chosen to adopt this element into their curriculum. As
explained earlier in the chapter, the fine arts can help individuals to better understand the
world around them and to better understand themselves as well. Stated simply,
participation in the arts could potentially promote the academic, personal, and social
development of community college students. However, this statement does provoke one
to ask the question: How?
Participation in the arts can mean many things and can take place both in and out
of class. For instance, if a student spends time discussing a piece of music, an art exhibit,
a dance recital, or a play, whether in or out of class, it could lead to a more thorough
understanding of those art forms as well as the subject matter that the work or art form
being discussed addresses. It also promotes interaction among the participating students
and faculty members. Further, if a student chooses to participate in creating or
performing a particular art form, it could likewise lead to a better understanding of that
art form, the subject the art form addresses, as well as an understanding of the others with
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and for which the art was created. In other words, these activities facilitate an increase in
in-class activities, out-of-class activities, and interaction with both other students and
faculty members. According to Friedlander and MacDougall (1992), increases in student
engagement or integration can lead to a student’s personal, social, and academic
development. It can also be linked to higher levels of satisfaction with the college
experience in general (Friedlander & MacDougal, 1992). A measurement of that
satisfaction is of great importance to all institutions as it gives them a good idea of what
elements of the college environment are perceived by students to have significantly
contributed to their success and development. In addition to Friedlander and MacDougal,
there are numerous other theorists that have described the merit and importance of higher
levels of student engagement and involvement as well as the positive effects that it can
have on a student’s decision to continue in his or her education, further integrating
themselves into the culture and, thus, experiencing the development that will result from
that participation. Among these theorists are Alexander Astin and C. Robert Pace.
Theoretical Models
Below, descriptions of Alexander Astin’s student involvement theory and C.
Robert Pace’s quality of student effort theory are provided. These descriptions include a
discussion of the principles underlying each theory as well as an explanation of how they
can be applied to students in the community college setting.
Astin’s theory of student involvement. Astin (1999) defined student
involvement as “the amount of physical and psychological energy that the student
devotes to the academic experience” (p. 518). The principle underlying Astin’s theory of
student involvement is the correlation between the amount of energy students dedicate to

30

the college environment of which they are a part and the level of development they will
experience or achieve. In other words, “students learn by becoming involved” (Astin,
1985, p. 36).
Students who take advantage of the programs offered by an institution by
devoting more time to studying, participating in student organizations, interacting with
both classmates and instructors, and being on campus immersed in the environment will
experience higher levels of academic and personal development than those students who
devote significantly less time to such activities (Astin, 1999). Further, more time spent
on campus involved in these activities all but ensures that these highly-involved students
will be spending more time with their peers, classmates, and instructors. Because of this,
these students will undoubtedly experience a higher level of social development within
the college environment as well, and as Astin (1993) points out, higher levels of social
involvement can further facilitate the significant impact of the college environment on
students’ academic and personal development.
For example, Astin (1993) shows that student–faculty interaction can have an
impact on things such as student satisfaction with faculty, support services, and overall
experience in the college environment. Also, there is an observed relationship between
student–faculty interaction and the academic and personal growth of college students.
Among the academic and personal areas in which students develop through such
interaction are “intellectual self-esteem,” “social activism,” and “artistic inclination” (p.
383). Astin also provides evidence that student–faculty interaction can even influence
student behavioral and career outcomes.

31

Student–student interaction can also positively influence academic and personal
development. Astin (1993) reports a positive correlation between student–student
interaction and various areas of students’ personal development including their
“interpersonal skills,” “cultural awareness,” “satisfaction with student life,” and “degree
aspirations” (p. 385). In addition, he found a positive correlation between such
interaction and areas of students’ academic development including “overall academic
achievement,” “general knowledge,” and “college GPA” (p. 385).
These outcomes show the potential importance of heightened levels of student
involvement in the college environment; however, as Astin outlined in the “postulates” of
his theory, such outcomes are highly dependent on the efforts of both the institutions and
students. These postulates are:
1. Involvement is the investment of physical and psychological energy in various
objects
2. Involvement occurs along a continuum
3. Involvement has both qualitative and quantitative features
4. Student learning and development is dependent on the quality and quantity of
involvement
5. The effectiveness of an institution’s policies and practices is dependent on its
ability to promote student involvement (Astin, 1999).
As you can see, Astin’s theory has implications not only for students, but also for
colleges and universities in the sense that increased student involvement will, more times
than not, be dependent on the curricular and program offerings provided to students by
the institution. The more opportunities provided to students, the more likely it will be
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that students will take advantage of those opportunities. Pascarella and Terenzini (2005)
support this idea stating:
[Astin] assigns the institutional environment a critical role in that it offers students
a wide variety of academic and social opportunities to become involved with new
ideas, people, and experiences. The student, however, plays the lead role
inasmuch as change is likely to occur only to the extent that the student capitalizes
on opportunities and becomes involved, actively exploiting the opportunities to
change or grow that the environment presents. Thus, development or change is
not merely the consequence of college’s impact on a student but rather a function
of the quality of student effort or involvement with the resources provided by the
institution. (pp. 53-54)
This statement explains the importance not only of the effort of the institution to provide
programs that facilitate and encourage student participation, but also of the quality of the
effort put forth by the student during that participation. In this way, Astin’s theory of
student involvement is perfectly in line with Pace’s theory of quality of student effort
(Pascarella & Ternzini, 2005).
Pace’s quality of student effort theory. C. Robert Pace (1984) discussed, much
like Astin above, how students’ ability to learn is highly dependent on their level of
involvement in the college experience, from the curriculum to extra-curricular activities
and programs offered by their chosen institution. He further states that “the most salient
of the events are clustered around a number of fairly common facilities — classrooms,
libraries, laboratories, residence units, student unions, chapels, athletic spaces, studios,
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galleries, theatres, auditoriums and others” (p. 7). The higher the “quality of effort” a
student puts into these “salient” events, the more positive the outcome.
Pace (1984) explains that “‘quality of effort’ is the amount, scope, and quality of
effort that students put into taking advantage of the opportunities offered to them by the
college” (p. 6). He goes on to describe the concept of quality of effort as well as the
significance of the quality of the learning opportunities that an institution offers with the
following statements:
The experience of seeing the Grand Canyon in Arizona is qualitatively different
from seeing pictures of it in the National Geographic. The value of the
experience is inherent in the experience itself. Whether it leads to a higher score
on a geology test is irrelevant. So, in thinking about how we evaluate educational
programs it seemed to me that the quality of the educational experience or process
should somehow be taken into account. We need ways to measure the quality of
the process as well as the quality of the product. (p. 5)
Pace is often noted as saying, “You get out of college what you put in” (P. H. Murrell,
personal communication, October 28, 2011). One could deduce from such statements
that the more time a student spends in quality interaction with classmates and
“experiencing” educational material, the more productive that student will become.
Students need the opportunity to experience all of the “Grand Canyons” of the college
curriculum all the while interacting with others and sharing personal viewpoints of those
experiences. This, again, is one of the central themes of Astin’s student involvement
theory, and it is also in agreement with other prominent higher education theories
including Vincent Tinto’s theory of student integration and departure. Tinto’s theory
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explains that positive interactions during academic and social activities result in an
increase in a student’s commitment to his or her personal goals (Pascarella & Terenzini,
2005). There is also an increase in student commitment to the institution because it
serves as a major source of those academic and social activities (Pascarella & Terenzini,
2005). The fact that student success in academia is heavily influenced by the
opportunities for integration offered to students begs the question, “How can community
colleges promote and facilitate student integration?”
Taken separately, the above theories can be applied to almost every type of
institution. However, when Astin’s theory of student involvement is considered
concurrently with Pace’s theory of quality of student effort, they address the community
college setting much more adequately. Community colleges, like all institutions, have
the responsibility to answer Astin’s call to offer “students a wide variety of academic and
social opportunities to become involved with new ideas, people, and experiences”
(Pascarella & Terenzini, 2005, p. 53). Most undoubtedly do, but the unique
characteristics of the students who attend these institutions will often times prevent them
from taking advantage of such opportunities. Because of the many roles and
responsibilities with which a large portion of community college students must contend,
they simply cannot devote the amount of time necessary to become adequately
“involved” in the college environment as Astin implies. In turn, the academic, personal,
and social development that these students need to succeed at college and beyond could
potentially be out of reach. Pace’s theory of quality of student effort, however, lends
itself to addressing these issues. Astin (1999) poses the following questions:
•

To what extent can high-quality involvement compensate for lack of quantity?
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•

Can students be encouraged to use time more wisely? (p. 527)

According to Pace (1984), quality of effort can potentially compensate for quantity.
Further, students can be encouraged to use time more wisely as long as the institutions
they attend offer courses and activities that warrant high-quality participation.
Could courses and activities in the fine and performing arts provide community
college students opportunities for high-quality involvement and interaction (both with
other students as well as faculty) on which the above mentioned scholars place so much
importance? Are the arts conducive to such activities that promote an increase in student
commitment to their institution and their own development? Do they provide students an
outlet to build the relationships that can encourage higher levels of what Tinto and Astin
referred to as student integration and involvement? John Cage, a well-known 20th century
composer and leader of the avant-garde movement in music, described the learning
environment of a college at which he once held a teaching position. He stated:
What was important at Black Mountain [College] were not the classes, but the
fact that the student body and the faculty ate breakfast, lunch, and dinner together.
And, it was at those meals and in the conversation with them that the life of the
college took place. (MVDfilm, 2011, June 21, 2:06’)
Black Mountain College was one dedicated to teaching, learning, and creating music.
And, as one can deduce from Cage’s statement, the teaching, learning, and creating took
place inside and outside of the classroom. The faculty and students gathered often (even
at mealtime) to talk about their work, create new works together, and build relationships
with those they were working with. Because the Cage interview was conducted 20 years
after he held the position at Black Mountain College, I think it is safe to say that those
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experiences were quite memorable for him making his work at that time, and the work he
would do in the following years, very meaningful. Could involvement and participation
in the fine and performing arts be equally as beneficial to community college students?
The research questions that guide this study were developed based on the
literature presented above. They include:
RQ 1: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related college courses and their gender?
RQ 2: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related college courses and their age?
RQ 3: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related college activities and their gender?
RQ 4: Is there a significant difference in students’ academic, personal, and
social development as measured by the CCSEQ by their level of
participation in arts-related college activities and their age?
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Chapter 3
Methodology
The intent of this study is to determine how the participation of community
college students in fine arts courses and activities (specifically art, music, and theatre
activities) affects their personal, social, and academic growth. This chapter provides a
description of the major elements of the study, including the research design,
instrumentation, variables, participants, data collection procedures, and data analysis
procedures.
Research Design
This study is quantitative in nature and utilizes a methodology of secondary
analysis as a means of investigating data obtained via survey. Hakim (1982) defines
secondary analysis as “any further analysis of an existing dataset which presents
interpretations, conclusions, or knowledge additional to, or different from, those
presented in the first report on the inquiry as a whole and its main results” (p. 1). This
type of analysis is often used to provide:
•

Condensed reports (such as social area analysis based on selected social
indicators)

•

More detailed reports (offering additional detail on the same topic)

•

Reports which focus on a particular sub-topic (such as unemployment) or
social group (such as ethnic minority)

•

Reports angled towards a particular policy issue or question

•

Analyses based on a conceptual framework or theory not applied to the
original analysis
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•

Re-analyses which take advantage of more sophisticated analytical techniques
to test hypotheses and answer questions in a more comprehensive and succinct
manner than in the original report. (Hakim, 1982, p. 1)

The objective of this study lends itself to the use of secondary analysis, and
necessitates the production of the types of information suggested by Hakim above, in
several ways. For instance, this study aims to provide a detailed report on a policy issue
based on data (namely community college student participation in the arts) that has been
previously obtained. Also, the study is based on the previously discussed theoretical
framework (chapter 2) which was not originally considered in the acquisition of the data
used. A third way in which this study lends itself to secondary analysis is the fact that it
utilizes data acquired through the distribution of a survey. Survey data, and the
secondary analysis thereof, can provide an effective means of examining the various
aspects of the social sciences, including college student development. Richard Niemi, a
social science research editor with Sage Publications, states that “secondary analysis of
survey data, comprising a set of research techniques that make use of existing surveys,
has recently assumed a central position in social science research” (Kiecolt & Nathan,
1985, p. 7).
The secondary analysis method, and the use of survey data, is not new to the
social sciences or, more specifically, educational research, as is the case with the current
study. Burstein (1978) argues that secondary analysis “serves an important function in
educational research” by affording educators and researchers the opportunity to evaluate
methods, improve understanding, and exchange ideas on the profession (p. 9). As such,
secondary analysis is an adequate method of research that provides an opportunity to
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answer the enormously important call of both the National Endowment of the Arts and
the U.S. Department of Health and Human Services for “research and evidence-sharing
about the arts’ role in human development” (National Endowment for the Arts, 2011, p.
8).
Finally, because this study is based on the secondary analysis of existing data,
permission from the University of Memphis’ Institutional Review Board (IRB) to
conduct research on human subjects was not necessary. Instead, an Institutional Review
Board exemption was requested. See Appendix C for IRB exemption notification.
Now that a brief description of, and rationale for, the research design of this study
has been provided, a discussion of the instrument from which the data used in the study
derived will be provided below.
Instrumentation
Quality of experience and quality of effort are similar concepts, connected with
one another in that the likelihood of having high quality experience depends on
investing high quality effort. By measuring “effort” we may have the key to
judging the quality of the educational process. (Pace, 1984, p. 6)
C. Robert Pace’s theory of quality of effort is based on the premise that students’
ability to learn, and their development as a whole, is highly dependent on their level of
involvement in the college experience. As explained previously in chapter two, this
experience is made up of curricular and extra-curricular activities taking place both inside
and outside of the classroom. According to the theory, students expending more effort in
the college experience will be more likely to attain college-related goals and achieve
higher levels of development (Pace, 1984). This is, of course, assuming that adequate
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opportunity for students to put forth a high quality of effort is provided by the institution.
In this way, positive student outcomes are a joint effort. Pace (1984) explains that
“accountability for achievement and related student outcomes must consider both what
the institution offers and what the students do with those offerings” (p. 7).
Community College Student Experiences Questionnaire (CCSEQ). Pace
understood that ensuring student learning and development required a method of
assessing the quality of student effort in the various aspects of the college experience
offered by institutions of higher education. This understanding, acquired over many
years of research, led the scholar to develop the College Student Experiences
Questionnaire (CSEQ), and it is this questionnaire that would serve as the model from
which the CCSEQ would be developed.
The CSEQ has been widely used as an assessment tool by four-year institutions
since 1979 (Pearson et al., 2009); however, Pace’s development of the instrument
actually began decades earlier with his inquiry into college environments and student
satisfaction. This research, beginning in the late 1950s, resulted in two preliminary
instruments which acted as precursors to the CSEQ. These two instruments are the
College Characteristics Index (CCI) and the College and University Environment Scales
(CUES). Both of these instruments measure institutional climate (i.e., events, practices,
opportunities, etc.) “by aggregating individual’s perceptions of the environment”
(Feldman, 1971, p. 53).
Pace and Stern (1958), describing the CCI, state that there are many benefits to
utilizing such an instrument. One of the potential benefits to using these instruments is
that they provide a means of self-analysis to the institutions that administer them (Pace &
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Stern, 1958). They also provide “direct indications of the psychological implications of
various policies and practices” (Pace & Stern, 1958, p. 275). By providing these things,
the CCI, and the CUES, are able to paint a picture of the relationship that exists between
students and the institutions they attend.
Another interesting trait of these measures is that they are quite versatile. For
example, Pace (1967) demonstrated the versatility of the CUES when he successfully
adapted the instrument to accurately characterize the environment of two-year colleges.
He did so in response to the need to address the unique mission and students of these
institutions. The following comments further explain this need:
Thus the junior colleges have unique responsibilities as well as responsibilities
which parallel those of four-year colleges and universities. Thus, too, an
instrument for characterizing junior college environments should, ideally, enable
one to relate junior colleges to four-year colleges and universities and should also
identify whatever unique dimensions there might be that differentiate among
junior colleges themselves. (Pace, 1967. P. 1)
This comment, though made relatively early in the development of his theories of student
involvement in the college environment, demonstrates Pace’s desire to address two-year
colleges through his instruments and theories. Further, the adjustments made to the
CUES, that resulted from the comment above, mark his first attempt.
Because these early instruments seemed to provide invaluable information to a
broad number of diverse institutions, there is little wonder that they led to the
development of many other assessment measures in the decades that followed. One such
instrument is the CCSEQ.
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The development of the CCSEQ. Meredith (2004) accurately described the
Community College Student Experiences Questionnaire as “a standardized self-report
instrument that can measure the Quality of Effort construct” (p. 30). Considering the
unique characteristics of the students who attend community colleges (which were
discussed in chapter 2), Friedlander, Pace, and Lehman designed the CCSEQ to address
the many questions that are often linked to the development of these students. Among
the many questions that the instrument is intended to answer are:
•

Who are the students and why are they at the college?

•

What do they do at the college, or more specifically, how extensively and
productively do they use the facilities and opportunities the college provides?

•

What are some of their impressions about the college? and

•

What progress do they think they have made toward important goals? (Pearson,
Gould, Ethington, & Murrell, 2009, p. 1)
Content of the CCSEQ. The questions above are answered by community

college students themselves through their responses to the many items or questions
included in the CCSEQ. These items are divided into seven sections in an effort to
gain information on the various aspects of students’ life and participation within the
college environment. The sections are: Background, Work, and Family; College
Program; College Courses; College Activities; Estimate of Gains; College
Environment; and Additional Questions (Pearson et al., 2009). A brief description of
each section is provided below.
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Background, work, and family. There are eight items included in the Background,
Work, and Family section. These items are intended to provide information on the
physical and social characteristics of the students taking the CCSEQ. These items are
provided in Table 1.

Table 1
Background, Work, and Family Items
Items
1.

Age

2.

Gender

3.

What is your racial or ethnic identification?

4.

Is English your native language?

5.

During the time college is in session, about how many hours a week do you
usually spend working on a job for pay?

6.

If you have a job, how does it affect your college work?

7.

If you have family responsibilities, how does this affect your college work?

8.

Are you in a work study program?

For each item, students are to choose the most appropriate response from the
group of responses that are provided. For example, when responding to the age item,
students can choose one of the following responses: “18–19 or younger,” “20–22,” “23–
27,” “28–39,” “40–55,” or “over 55.” Student responses to the items included in this
section help to paint a portrait of the students and the lives they may lead.
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College program. Items included in this section of the instrument were designed
to provide information about the amount of time and effort students put forth in their
academic endeavors, as well as their productivity in them. Also, it establishes students’
rationale for attending the institution. The section consists of 7 items. They are shown in
Table 2.

Table 2
College Program Items
Items
1.

How many credits are you taking THIS term?

2.

Including the credits you are now taking, what is the total number of course
credits you have taken at this college?

3.

When do the classes you are now taking meet?

4.

Up to now, what have most of your grades been at this college?

5.

About how many hours a week do you usually spend studying or preparing for
your classes?

6.

About how many hours a week do you usually spend on the college campus not
counting time attending classes?

7.

What is the most important reason you are attending THIS COLLEGE at this
time?

As with the items included in the Background, Work, and Family section,
students can choose the most appropriate response from a group of answers provided for
each question in the questionnaire.
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College courses. The third section of the instrument, College Courses, contains
two parts (Pearson et al., 2009). The first is provided so that students can indicate the
types of courses in which they participate as well as the frequency of that participation.
The second allows students to specify the degree or certificate they are pursuing. Tables
3 and 4 show the items included in this section of the survey.

Table 3
College Courses (Part 1) Items
Items
1.

College Math (not remedial math)

2.

Computer Literacy

3.

English Class or classes (to prepare you to take a college level English
composition course.)

4.

English Composition (not remedial English)

5.

Fine Arts (such as music, theatre, dance)

6.

Foreign Languages

7.

Humanities (such as history, literature, philosophy, etc.)

8.

Math class or classes (to prepare you to take a college level math course.)

9.

Physical or Health Education

10. Sciences (such as astronomy, biology, physics, chemistry, geology, etc.)
11. Social Sciences (such as psychology, political science, sociology, economics,
ethnic studies, etc.)
12. Speech and Communications
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Unlike the previous two sections of the survey, students are provided with three
specific response options with which they may address each item. The possible
responses are: “none,” “one,” or “more than one.” Students are asked to choose the
single response that best describes the number of classes that they have taken in each
category.

Table 4
College Courses (Part 2) Items
Items
1.

Are you working for an AA degree?

2.

Are you working for an AS degree?

3.

Are you working for a diploma?

4.

Are you working for a certificate?

5.

Do you plan to transfer to a four year college or university?

6.

Are you currently enrolled in an occupational/vocational program?

Responses provided for the items included in the second part of this section, as
shown in Table 4, are simply “yes” and “no.” Students are expected to pick the most
appropriate option for each item.
College activities. The fourth section of the CCSEQ is the College Activities
section. This section includes 107 items that address 13 activities or “topics” related to
the students’ college experience (Pearson et al., 2009). The 13 types of activities
addressed are: Learning and Study Skills (9 items); Course Activities (10 items); Library
Activities (7 items); Faculty (9 items); Student Acquaintances (6 items); Art, Music,
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Theatre Activities (9 items); Writing Activities (8 items); Science Activities (11 items);
Athletic Activities (6 items); Career/Occupational Skills (9 items); Computer Technology
(8 items); Clubs and Organizations (7 items); and Counseling and Career Planning (8
items) (Pearson et al., 2009). In the interest of space and brevity, tables for each activity
topic will not be provided; however, Table 5, provided in the CCSEQ manual, lists each
activity topic and two examples of the items they contain. For a complete list of the
items included in the college activities section, see Appendix A.

Table 5
College Activity Topics: Examples of Items in Each Group
Topic

Examples of Items

Learning and Study
Skills

Memory Skills
Note-taking Skills

Course Activities

Participated in class discussions.
Summarized major points and information from readings
and notes.

Library Activities

Used the library as a quiet place to read or study material
you brought with you.
Prepared a bibliography or set of references for a term
paper or report.

Faculty

Asked an instructor for information about grades, make-up
work, assignments, etc.
Discussed your career and/or educational plans, interests,
and ambitions with an instructor.

Student
Acquaintances

Had serious discussions with students who were much
older or much younger than you.
Had serious discussions with students whose philosophy of
life or personal values were very different from yours.
(table continues)
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Table 5 (continued)
College Activity Topics: Examples of Items in Each Group
Topic

Examples of Items

Art, Music, and
Theatre Activities

Talked about art (painting, sculpture, architecture, artists,
etc.) with other students at the college.
Attended a concert or other musical event at the college.

Writing Activities

Used a dictionary [or computer (word processor) spell
check/thesaurus] to look up the proper meaning, definition,
and/or spelling of words.
Asked other people to read something you wrote to see if it
was clear to them.

Science Activities

Memorized formulas, definitions, technical terms.
Talked about social and ethical issues related to science and
technology such as energy, pollution, chemicals, genetics,
etc.

Athletic Activities

Followed a regular schedule or exercise program on
campus.
Attended an athletic event on the campus.

Career/
Occupational Skills

Read about how to perform a procedure (occupational task,
vocational skill).
Diagnosed a problem and carried out the appropriate
procedure without having to consult any resource.

Computer
Technology

Used E-mail to communicate with an instructor or other
students about a course.
Used a computer to analyze data for a class project.

Counseling and
Career Planning

Talked with a counselor/advisor about course to take,
requirements, educational plans.
Have taken interest inventories or surveys (e.g. StrongCampbell Interest Inventory, Kuder Occupational Interest
Survey, etc.) to help you direct your career goals.

Clubs and
Organizations

Looked for notices about campus events and student
organizations.
Attended a meeting of a student club or organization.

Source: Pearson et al., 2009, p. 9.
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Included in these 13 college activity areas are 12 quality of effort scales. These
scales were developed to measure students’ quality of effort, as defined by Pace (1984),
by “determining how often students engage in a variety of activities during the current
school year, related to the use of campus resources (e.g. classrooms, libraries, science
labs, art exhibits) to increase their academic and personal development” (Pearson et al.,
2009, p. 11). All of the college activity topics included in Table 5 are considered quality
of effort scales with the exception of the first, Learning and Study Skills.
The ways in which students respond to the 107 items included in the College
Activities section of the questionnaire differ slightly from those in previous sections. In
the first college activity topic, Learning and Study Skills, students are provided three
possible responses from which to choose. They are: “none,” “some,” and “a lot.” The
possible responses provided for the remaining 12 topics, the quality of effort scales, are:
“never,” “occasionally,” “often,” and “very often” (Pearson et al., 2009, p. 9). Students
must choose the most accurate response to each of the items in the section.
Estimate of gains. Pearson et al. (2009) state that the estimate of gains section of
the CCSEQ is provided so that community college students may report the amount of
progress or gain they believe they have experienced in their pursuit of “25 important
education goals” (p. 10). While they are not all included here, some examples of the
important educational goals included in the CCSEQ are provided in Table 6. For a
complete list of Estimate of Gains items, see Appendix C.
The examples included in Table 6 represent the breadth of the instrument’s
inquiry into the progress and development that students have experienced academically,
personally, and socially as a result of participating in the opportunities offered by the
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institution (indicated by responses to items in the quality of effort scales). For instance,
students’ responses to the first two items in Table 6 would indicate the amount of
progress or development students believe they have experienced academically and
professionally. Likewise, responses to items three and four demonstrate the degree of
personal progress or development experienced and reported by students. Finally,
responses to the final two items point to any social progress and development
experienced by students.

Table 6
Estimate of Gains: Examples of Educational Goals
Goals
1.

Acquiring knowledge and skills applicable to a specific job or type of work.

2.

Understanding mathematical concepts such as probabilities, proportions, etc.

3.

Developing an understanding and enjoyment of art, music, and theater [sic].

4.

Becoming clearer about my own values and ethical standards.

5.

Understanding other people and the ability to get along with different kinds of
people.

6.

Developing the ability to get along with others in different kinds of situations.

The CCSEQ provides students with four response options with which to address
the Estimate of Gains items. They are: “very little,” “some,” “quite a bit,” and “very
much.” Students are to respond by choosing the option that most accurately depicts their
views of their progress in achieving these important educational goals.
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College environment. The penultimate section of the CCSEQ is the College
Environment section. This section consists of eight items aimed at determining the level
of students’ satisfaction with the institution as a whole. By responding to these eight
items, students are able to share their opinions of specific aspects of the college they
attend including: the availability of college facilities, effectiveness of the instructors
under whom they have studied, and their experiences with their peers. Table 7 provides a
few examples of the items included in the section.

Table 7
College Environment: Examples of Items in the Section
Items
1.

If you could start over again would you go to this college?

2.

Are there places on the campus for you to meet and study with other students?

3.

How many instructors at this college do you feel are approachable, helpful, and
supportive?

4.

How many of the students you know are friendly and supportive of one
another?

The response options provided to students for most of the items in this section of
the CCSEQ differ depending on the nature of the question. For example, the response
choices provided for first item in the section (item 1 in Table 7) are “yes,” “maybe,” and
“no.” However, five items in the section, including numbers 3 and 4 above, provide the
following as potential responses: “all,” “most,” “some,” and “few or none.”
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Additional questions. The final section of the questionnaire, Additional
Questions, gives the institution administering the survey the opportunity to ask students
up to 20 questions that were not addressed previously in the instrument. Also, it affords
an opportunity to ask questions that are specific to that institution (its facilities, curricular
offerings, programs, etc.).
Uses past and present. The CCSEQ has been used in the past by institutions and
scholars alike as a means of gathering data for research that addresses a host of issues
related student participation and development as it occurs in the community college
environment. According to the CCSEQ website homepage, the CCSEQ is used by
institutions to:
•

Prepare for self-study and accreditation review;

•

Assess institutional effectiveness;

•

Evaluate general education, transfer and vocation programs;

•

Measure student interests, impressions and satisfaction;

•

Discuss methods to improve and increase student involvement, and

•

Encourage dialogue between academic and student affairs. (“CCSEQ,” 2012,
para. 2)

Higher education scholars have used the instrument for similar reasons in recent years.
Both dissertations and research articles, exploring issues from ethnicity to program
participation, have been produced using the CCSEQ as the primary means of acquiring
data.
Instrument and data availability. Since 1994, the CCSEQ has been housed and
made available through the Center for the Study of Higher Education (CSHE) at the
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University of Memphis, Memphis, TN. (“About the CCSEQ,” 2012). Dr. William L.
Akey currently serves as the Interim Director of the Center.
The database containing all data that has been acquired using the CCSEQ is
housed and maintained in a joint effort between the Center for the Study of Higher
Education and the Center for Research in Educational Policy (CREP), also at the
University of Memphis. Permission to use the CCSEQ and the data discussed in this
dissertation was granted by Dr. William Akey. See Appendix B for permission
notification.
Variables
The specific items of the CCSEQ that will be used to address each research
question in this study are shown and discussed below. The dependent variables of the
study (chosen to represent the level of academic, personal, and social development
experienced by the study’s subjects) are shown in Table 8. Table 9 displays the
independent variables that will be used to address each of the research questions in the
study. A brief discussion of the contents of each will be provided following each
respective table.
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Table 8
Dependent Variables
Variables
Academic Development: (4 “Estimate of Gains” Items)
1. Becoming acquainted with different fields of knowledge.
2. Developing an understanding and enjoyment of art, music, and theatre.
3. Writing clearly and effectively.
4. Putting ideas together to see relationships, similarities, and differences
between ideas.

Personal Development: (2 “Estimate of Gains” Items)
1. Becoming clearer about my own values and ethical standards.
2. Understanding myself — my abilities and interests.

Social Development: (3 “Estimate of Gains” Items)
1. Becoming aware of different philosophies, cultures, and ways of life.
2. Understanding other people and the ability to get along with different kinds of
people.
3. Developing the ability to get along with others in different kinds of situations.

The academic development of participating community college students will be
represented in their responses to the four estimate of gains items shown in Table 8.
These items were chosen to specifically represent student academic development because
they best represent the academic goals that the community college environment provides.
The two estimate of gains items chosen to represent students’ personal
development are also provided in Table 8. These particular items directly address
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personal development as they require participants to indicate the level of development or
gain in understanding themselves (values, ethics, abilities, interests, etc.).
The final area of student development, social development, is represented by the
final three estimate of gains items listed in Table 8. Responses to these items will
illustrate the level of social growth experienced by students as they indicate a growing
understanding of and appreciation for the diverse individuals with whom they associate.
As mentioned previously, the response options provided for the estimate of gains
items are “very little,” “some,” “quite a bit,” and “very much.” When responding to
these items, students are to choose the response option that best describes the level of
gain they have experienced in each area. The independent variables of the study will now
be presented (see Table 9) and briefly discussed.
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Table 9
Independent Variables: By Research Question
Variables
Research Question 1: (2 Items)
1. “College Courses” Item (1): Fine Arts (such as music, theater [sic], dance)
2. “Background, Work, Family” Item (1): Gender

Research Question 2: (2 Items)
1. “College Courses” Item (1): Fine Arts (such as music, theater [sic], dance)
2. “Background, Work, Family” Item (1): Age

Research Question 3: (10 Items)
1. “Background, Work, Family” Item (1): Gender
2. “Art, Music, Theatre Activities” Scale Items (9)

Research Question 4: (10 Items)
1. “Background, Work, Family” Item (1): Age
2. “Art, Music, Theatre Activities” Scale Items (9)

The independent variables for each research question are presented in Table 9.
For research question one, there are two CCSEQ items that will serve as independent
variables. The first item is the College Courses item which requires students to indicate
their level of participation in fine arts courses (music, theatre, or dance-related courses).
Participants can respond to this item by choosing the most appropriate of the three
response options provided in the instrument. As mentioned previously, these options are:
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“none,” “one,” or “more than one.” By choosing the most appropriate option, students
are indicating their quality of effort in courses related to the fine and performing arts.
The second independent variable used to address the first research question is the
Background, Work, and Family item, gender. Students respond to this item by choosing
the appropriate response option — male or female.
There are also two CCSEQ items that serve as independent variables for the
second research question. The first of the two items is identical to that in research
question one (College Courses — fine arts). The second item, however, is different.
Research question two focuses on the age of participating students. To address this
characteristic, the Background, Work, and Family item, age, is used. Students respond to
this item by choosing the appropriate response option provided in the instrument. As
discussed above, these options are: “18–19 or younger,” “20–22,” “23–27,” “28–39,” 40–
55,” or “over 55.”
Research question three is addressed using 10 items found on the CCSEQ. The
first of the 10 items is the Background, Work, and Family item, gender, used in research
question one. The other nine items are those that make up the Art, Music, Theatre
Activities scale. While examples of these items were presented above, a complete list of
the items in this scale are provided in Table 10. In addition to these nine items, the
Background, Work, and Family item, gender, is also considered.

58

Table 10
Art, Music, Theatre Activities: Scale Items
Items

1. Talked about art (painting, sculpture, architecture, artists, etc.) with other
students at the college.
2. Talked about music (classical, popular, musicians, etc.) with other students at
the college.
3. Talked about theater [sic] (plays, musicals, dance, etc.) with other students at
the college.
4. Attended an art exhibit on campus.
5. Attended a concert or other musical event at the college.
6. Attended a play, dance, concert, or theatre performance at the college.
7. Participated in an art event, musical event, or theatre performance at the
college.
8. Attended an OFF-CAMPUS art exhibit, musical event, or theatre performance
for course credit.
9. Participated in an OFF-CAMPUS art exhibit, musical event, or theatre
performance for course credit.

Students’ responses to these nine items indicate their quality of effort in fine artsrelated activities (excluding arts-related courses). As is the case with all of the quality of
effort scales found in the CCSEQ, there are four response options provided in the
instrument with which students are able to address each item. They are: “never,”
“occasionally,” “often,” and “very often.”
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Much like research question three, the final research question is addressed using
the nine Art, Music, Theatre Activities scale items. However, student age is considered
in the place of gender.
Participating Institution
“Regional Community College 1 ,” got its official start as a community college in
1993, but the origins of the institution can be traced back several decades to the late
1970s. The institution was actually founded in 1979 as a vocational–technical school in
the mid-south (“Brief History,” 2010). The school held that designation for 12 years
before being converted to a technical college in 1991 (“Brief History,” 2010). During the
two years that followed, the institution’s administration took steps to secure the necessary
approval and funding to become a community college (“Brief History,” 2010).
Mission and purpose. Since that time, Regional Community College (RCC) has
served its students by adhering to the principles in the following mission:
[Regional] Community College is a public two-year institution of higher
education with an open-door admission policy, serving [a mid-south] County…
and the surrounding areas with a comprehensive educational program. The
College is committed to economic development in the [area] through the
provision of high quality, affordable, and convenient learning opportunities and
services consistent with identified student, community, and regional needs.
(“Mission and Purposes,” 2010)

1

In the interest of protecting the anonymity of this participating institution, it will be
referred to as “Regional” Community College or “RCC.”
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Further, the institution holds the following as its central purposes:
•

To provide community college general education and technical curricula which
prepare students for further education, employment, and lifelong learning.

•

To provide academic resources, technology, and learning support programming
to foster student success.

•

To provide community college general education and technical curricula which
prepare students for further education, employment, and lifelong learning.

•

To provide academic resources, technology, and learning support programming
to foster student success. (“Mission and Purposes,” 2010)

While this mission and these purposes are certainly tailored to meet the unique needs of
the area in which RCC resides and the students it serves, they are obviously in line with
the community college mission and purposes previously described by Schuyler (1999)
and Cohen and Brawer (1996). Yet another way in which Regional Community College
accurately represents American community colleges is in its student body.
Student population. The Institute of Education Sciences, National Center for
Education Statistics (2011) report in the Integrated Postsecondary Education Data
System (IPEDS) that total student enrollment at Regional Community College was 2,340
in fall 2010. Of the 2,340 students attending the institution, 1,407 of them were
classified as part-time students while 933 were classified as full-time students 2 (Institute
of Education Sciences, National Center for Education Statistics, 2011). There were
1,544 female students enrolled, representing 66% of the student body (Institute of

2

Part-time classification at RCC is given to students enrolled in less than 12 credit hours
(1–11 hours). Students enrolled in 12 or more credit hours are considered full-time students
(“Current Enrollment Data,” 2010).
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Education Sciences, National Center for Education Statistics, 2011). The total number
of male students enrolled, making up the remaining 34% of students, was 796 (Institute
of Education Sciences, National Center for Education Statistics, 2011). Other
information provided in the IPEDS data included the number of students representing
each recognized ethnic group. These figures, provided by the Institute of Education
Sciences, National Center for Education Statistics (2011), are shown in Table 11.
Table 11
Regional Community College Students by Ethnicity
Ethnic Group

Number of Students

1.

American Indian or Alaska Native

5

2.

Asian

3.

Black or African American

4.

Hispanic

5.

Native Hawaiian or Other Pacific Islander

6.

White

7.

Two or more races

8.

Race/ethnicity unknown

0

9.

Nonresident alien

8

17
1,334
63
2
873
38

As can be seen in the Table 11, minority students (excluding nonresident aliens) account
for 63% of the student body of Regional Community College, or 1,467 students.
All of the information presented by the National Center for Education Statistics
further supports the idea that Regional Community College is an accurate representation
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of American community colleges as described by Horn and Nevill (2006) and Boggs
(2010, October). For example, Horn and Nevill state that community college students
are much more likely to be older and female. In contrast, they are much less likely to be
White (Horn and Nevill, 2006). This certainly appears to be the case with Regional
Community College. At RCC, female students outnumber male students nearly two-toone. Also, minority students outnumber White students by nearly the same margin.
Finally, though the information is not provided in the IPEDS information provided for
the institution, a case can possibly be made that the students are older. For instance,
1,407 students were attending Regional Community College on a part-time basis. Nontraditional students working to juggle various life roles and responsibilities could
possibly make up a large percentage of this group.
Evaluation at Regional Community College. One way in which Regional
Community College ensures that it is able to meet the needs of the diverse students
described above is by being dedicated to evaluation of both students and offered
programs. According to the institution’s website, RCC is an institution that is committed
to “quality evaluation of student learning and institutional effectiveness” (“Student
Achievement,” 2010, para. 1). One measure used to conduct such evaluation is the
Community College Student Experiences Questionnaire.
Administration of the CCSEQ at RCC: Data Collection
The CCSEQ was administered to 350 Regional Community College students
during the spring semester of the 2010–2011 academic year. These students were
randomly selected by the institution’s Director of Institutional Effectiveness from all of
the courses being offered by the college at that time. The following steps made up the
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random selection process: 1) the number of students needed to obtain a 95% confidence
level was determined; 2) the student rosters of each course offered by the institution were
then placed into Microsoft’s Excel program; and 3) the Excel program’s Random
Generator tool was then used to produce a list of 350 students to whom the CCSEQ
would be distributed (Director of Institutional Effectiveness, personal communication,
October 3, 2011).
The instrument was administered to the participants electronically via e-mail.
These students received an e-mail from the institution containing a link to the instrument
and a login password. The students were given a period of 9 months to take the survey.
Of the 350 students receiving the e-mail, 303 students submitted responses.
Reliability/Validity of Student Responses
College student surveys have become one of the most commonly used sources of
data in higher education research (Porter, 2011). Though they have provided a wealth of
information over the years on which numerous studies have been based, the validity of
college student surveys has been questioned. Porter (2011) argues that the validity of
such instruments is “minimal” due to the fact that college students are unable to
accurately report their own behaviors and attitudes (p. 45). In contrast, other scholars
have long argued the reliability and credibility of college student surveys.
Pace (1985) addresses arguments like the one provided above stating that “it’s
interesting that this sort of knee-jerk disbelief does not automatically occur in response to
other surveys” such as those conducted by the American Census Bureau (p. 1). Pace
further comments that responses to college student survey questions are not invalid or
untrustworthy simply because they come from students. The quality and credibility of
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student responses to such instruments, according to Pace (1985), is almost entirely
dependent on the quality of the instrument itself. To this point, Pace (1984) states:
In survey research generally, the accuracy of answers depends on the clarity of
questions, on whether the respondents have a good base in experience for
answering the questions, on whether the form in which the answers are to be
given is appropriate, and on whether the respondents regard the questions
themselves as meriting a serious and thoughtful response. (p. 35)
Pace (1984) provides an example of an instrument that meets all of these
conditions. That example is the College Student Experiences Questionnaire (CSEQ).
One way in which the CSEQ facilitates credible student responses is in the fact that the
instrument asks students about courses and activities that are specific enough that they
can be answered quickly with ease (Pace, 1984). Another way in which the CSEQ elicits
reliable responses is by providing response options to survey items that are easily
understood and easily applied to the questions being addressed (Pace, 1984). Also, data
shows that student responses to quality of effort items and estimate of gain items appear
to be in agreement (Pace, 1984). For instance, students reporting higher levels of gain in
“understanding other people and the ability to get along with different kinds of people”
also reported higher levels of involvement on Student Acquaintance scale items (Pace,
1984). Because the CSEQ possesses these traits, “we can accept the self-reports of
activities and the self-estimates of progress as broadly credible, valid, and true to the
facts” (Pace, 1984, p. 37).
Finally, because the Community College Student Experiences Questionnaire
(CCSEQ) is closely modeled after the CSEQ and Pace’s theory of quality of effort,
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Pace’s statements on the validity of student responses can be applied to the CCSEQ as
well.
Data Analysis
To address the four research questions posed in this study, the Statistical Package
for the Social Sciences (SPSS) will be used to conduct four two-factor multivariate
analysis of variance (MANOVA) analyses, one for each research question. The twofactor MANOVA was chosen as the method of analysis in this study because it will
provide a way to examine the effects of the multiple independent variables and dependent
variables herein. The factors considered in each research question were provided in
Tables 9 and 10.
As Table 9 shows, the two factors that will be considered in research question one
are the level of participation in fine arts-related courses (music, theatre, dance, etc.) and
student gender. The two factors considered in research question two will be level of
participation in fine arts-related courses (music, theatre, dance, etc.) and age. Research
questions three and four are addressed in the same fashion; however, level of
participation in Art, Music, Theatre activities will be considered instead of participation
in fine arts-related courses.
Preliminary analyses will be performed to determine whether any problems with
kurtosis exist as well as to identify any outliers present. In addition, univariate tests for
homogeneity of variance and covariance will be performed. Any statistically significant
differences found between groups during multivariate tests will be presented with
multivariate effect sizes, D2. Further, Hedges’ g effect sizes will be provided to illustrate
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which, if any, of the dependent variable contribute significantly to the differences
observed.
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Chapter 4
Results
Four two-factor Multivariate Analysis of Variance (MANOVA) analyses were
conducted to address the four research questions that guide the current study — one for
each research question. The tests were performed to determine if any statistically
significant differences exist in the perceived academic, personal, and social development
of students reporting different levels of participation in the fine and performing arts
courses and activities offered at Regional Community College. In addition, student
demographic information (i.e. gender and age) was also considered in the analyses. The
specific independent and dependent variables used in the analysis of each of the four
research questions will be discussed respectively below. An alpha level of .05 was used
to conduct each statistical test.
Student Development by Participation in Arts Courses and Gender
The first two-factor MANOVA analysis was performed to address the first
research question (Is there a significant difference in students’ academic, personal, and
social development as measured by their level of participation in arts-related college
courses and their gender?). As discussed in the previous chapter, the independent
variables of this inquiry include the student’s reported level of participation in arts-related
courses and their reported gender. Students reported their level of participation in arts
courses by choosing one of the following responses: “none,” “one,” or “more than one.”
In the interest of clearly defining student participation levels in these courses, students
that reported no participation in arts courses, the “none” option, were grouped together
(No Courses) while those students participating in “one” or “more than one” arts courses
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were placed in a second group (Some Courses). Students were also grouped, according
to their reported gender, as either Males or Females.
The dependent variables included in this investigation are student responses to the
estimate of gains items representing academic, personal, and social growth (provided on
page 58). To each of these items students respond in one of the following ways: “very
little,” “some,” “quite a bit,” or “very much.” In the data set, these responses are coded
as follows: “very little” = 1, “some” = 2, “quite a bit” = 3, and “very much” = 4.
Descriptive statistics. The means (M), standard deviations (SD), and effect sizes
(g) found in this analysis of student responses to the included variables are provided in
Table 1. These means and standard deviations represent the perceived academic,
personal, and social development of the students of each group (No Courses, Some
Courses, Males, and Females). Also included are the means and standard deviations
based on the interaction of the two dependent variables (Males/No Courses, Females/No
Courses, Males/Some Courses, Females/Some courses). Finally, effect sizes (Hedges’ g)
are provided to express the extent of any observed differences.

69

Table 1
Means, Standard Deviations, and Effect Size Differences for the Analysis of Student
Participation in Arts Courses by Gender
Outcomes

Cell 1 Statistics

Cell 2 Statistics

Effect

Main Effect: Level of Arts Course Taking
Scale

Academic
Personal
Social

No Courses
(n = 178)
M
2.59
2.88
2.70

Some Courses
(n = 116)
M
SD
2.96
0.74
3.09
0.88
2.94
0.85

SD
0.71
0.96
0.90

g

-0.51
-0.23
-0.28

Main Effect: Gender
Scale

Academic
Personal
Social

M
2.22
2.39
2.14

g

Females
(n = 219)

Males
(n = 75)
SD
0.58
0.89
0.80

M
2.71
3.04
2.88

SD
0.71
0.93
0.85

-0.73
-0.71
-0.88

Interaction 1: Gender by No Arts Courses Taken
Scale

Academic
Personal
Social

Males/ No Courses
(n = 44)
M
SD
2.92
0.67
2.81
0.82
2.70
0.86

Females/ No Courses
(n = 134)
M
SD
2.97
0.77
3.20
0.89
3.03
0.83

g

-0.07
-0.45
-0.40

Interaction 2: Gender by One or More Arts Courses Taken
Scale

Academic
Personal
Social

Males/ Some Courses
(n = 31)
M
SD
2.51
0.71
2.56
0.88
2.37
0.86

Females/ Some Courses
(n = 85)
M
SD
2.81
0.74
3.11
0.91
2.94
0.85
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g

-0.42
-0.60
-0.67

Multivariate and univariate analyses. Preliminary analyses showed that there
was no problem with kurtosis nor were there any significant problems with outliers. The
multivariate test of equality of covariance matrices was not significant, Box’s M =
25.462; F (18, 59765.269) = 1.377; p > .05. Further, univariate (Levene’s) tests for
homogeneity of variance were also found to be non-significant for each of the three
dependent variables (Academic Development = .124, Personal Development = .706,
Social Development = .919).
The multivariate analyses which tested for differences in perceived development
between students participating in arts courses and those not participating in arts courses,
and differences in perceived development between genders, were found to be statistically
significant. Looking first at the differences in students’ perceived academic, personal,
and social development based on their participation in arts courses, we find that
Wilks’ Λ = .908; F (3, 288) = 9.68; p < .05. This indicates that there is a significant
difference in the perceived development of the students in each group. The multivariate
effect size, D2 = .382; η2 = .092, indicates that this is a moderate difference.
Substantively speaking, those students who reported participating in one or more arts
courses perceived a slightly higher level of academic, personal, and social development
than those reporting no participation in such courses.
The difference in the academic, personal, and social development of male and
female students was also significant, Wilks’ Λ = .922; F (3, 288) = 8.16; p < .05. The
multivariate effect size in this case is moderate as well, D2 = .408; η2 = .078. This
indicates that there are significant differences in the perceived development of male
students and female students regardless of their level of participation in arts courses.
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Females tended to perceive more development during their time as students in each of the
three areas. However, it is worth noting that this may be due to the fact that the female
group outnumbered the male group nearly three-to-one (Males = 75, Females = 219).
Differences between groups in terms of perceived academic, personal, and social
development of students based on the interaction of the main effects (gender and level of
arts course taking) was not significant, Wilks’ Λ = .977; F (3, 288) = 2.28; p > .05. This
indicates that there are no significant differences in the reported development of students
when grouped by gender and level of participation in arts courses. More specifically,
there were no significant differences in the reported development of the males and
females that participated in arts courses. Similarly, there were no significant differences
in the perceived development of male and female students who did not participate in arts
courses.
In addition to the MANOVA analyses, univariate analyses (ANOVA) were
conducted to identify which of the dependent variables contributed to the group
differences that were observed. The results of the univariate tests, and the previously
discussed MANOVA results, are provided in Table 2.
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Table 2
Multivariate and Univariate Analyses of Variance F Ratios for Measures of Academic,
Personal, and Social Development by Participation in Arts Courses and Gender
ANOVA
Source

Courses

MANOVA
F(3, 288)
9.68***

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

25.13***

5.50*

9.50**

ANOVA
MANOVA
F(3, 288)
Gender

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

8.15**

18.39***

22.02***

8.16***

ANOVA
MANOVA
F(3,288)
Courses
by Gender

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

5.43*

1.17

3.13

2.28

*p < .05. **p < .01. ***p < .001.
As can be seen in Table 2, differences between students participating in arts
courses and students not participating in arts courses (the first set of ANOVAs) are seen
for each of the three dependent variables. In each instance, the group of students that
participated in arts courses reported a higher perception of development. The Hedges’ g
effect sizes, included in Table 1, for each of the variables are: Academic: -.51, Personal:
-.23, Social: -.28. These figures indicate that the largest difference between the two
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groups is found in their reported academic development. The difference between groups
in their reported personal and social development is rather small.
The asterisks which mark each F value of the dependent variables in Table 2
further illustrate the significance of the differences between groups. It is worth noting
that when the Bonferroni Adjustment for protection of the experiment-wise error rate was
implemented (α = .0167), the differences in the reported personal development of the
groups (sig. = .020) was non-significant. However, Stevens (2002) states that this
adjustment is quite conservative with respects to its “upper bound” (p. 7). Further, the
use of the Bonferroni Adjustment may very well negate some of the potential findings
included in these analyses. Because this study is exploratory in nature, and it is aimed at
highlighting all potential differences between groups, the aforementioned asterisks will
be used to indicate the alpha level at which each variable is found to be significant. This
is true of all following analyses.
Significant differences were also observed in the reported academic, personal, and
social development between males and females. In each of the three developmental
areas, females reported a higher perception of development. The effect sizes for each
area indicated that these differences between groups are moderate to large
(Academic: g = -.73, Personal: g = -.71, Social: g = -.88).
Though the MANOVA was non-significant when the interaction of arts course
participation and gender was considered, further ANOVA analyses revealed a slight
difference between groups in their perception of academic development. This indicates
that there is an observed difference between the males participating in arts courses and
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females participating in arts courses. However, the effect size indicates that this is not a
large difference, g = -.42.
Student Development by Participation in Arts Courses and Age
The second two-factor MANOVA analysis was performed to address the second
research question (Is there a significant difference in students’ academic, personal, and
social development as measured by their level of participation in arts-related college
courses and their age?). The independent variables considered in this analysis were
students’ reported level of participation in arts-related courses (like the first research
question discussed above) and their age. Again, students reported their level of
participation in arts courses by choosing one of the following responses: “none,” “one,”
or “more than one.” Students were grouped as they were previously — as students taking
“No Courses” or students taking “Some Courses.”
Students were also grouped according to their reported age. Students reported
their age by choosing one of the following responses provided in the questionnaire: “18–
19 or younger,” “20–22,” “23–27,” “28–39,” “40–55,” or “over 55.” Depending on the
response given, students were placed in one of two groups. The students that reported an
age of “18–19 or younger” or “20–22” were grouped together (< = 22 Years). Likewise,
students choosing one of the remaining responses, “23–27,” “28–39,” “40–55,” or “over
55,” were grouped together (> 22 Years).
The dependent variables included in this investigation are the same as the
previous analysis — student responses to the estimate of gains items representing
academic, personal, and social growth (provided on page 58). Again, students respond to
these items in one of the following ways: “very little,” “some,” “quite a bit,” or “very
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much.” In the data set, these responses are coded as follows: “very little” = 1, “some” =
2, “quite a bit” = 3, and “very much” = 4.
Descriptive statistics. The means (M), standard deviations (SD), and effect sizes
(g) found in this analysis of student responses to the included variables are provided in
Table 3. These means and standard deviations represent the perceived academic,
personal, and social development of the students of each group (No Courses, Some
Courses, < = 22 Years, and > 22 Years). Also included are the means and standard
deviations based on the interaction of the two dependent variables (< = 22 Years /No
Courses, > 22 Years /No Courses, < = 22 Years /Some Courses, > 22 Years /Some
courses). Effect sizes (Hedges’ g) are provided to express the extent of any observed
differences.
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Table 3
Means, Standard Deviations, and Effect Size Differences for the Analysis of Student
Participation in Arts Courses by Age
Outcomes

Cell 1 Statistics

Cell 2 Statistics

Effect

Main Effect: Level of Arts Course Taking
Scale

Academic
Personal
Social

No Courses
(n = 178)
M
2.59
2.88
2.70

Some Courses
(n = 116)
M
SD
2.96
0.74
3.09
0.88
2.94
0.85

SD
0.71
0.96
0.90

g

-0.51
-0.23
-0.28

Main Effect: Age
Scale

Academic
Personal
Social

g

> 22 Years
(n = 151)

< = 22 Years
(n = 143)
M
SD
2.76
0.73
2.91
0.90
2.75
0.86

M
2.72
3.02
2.84

SD
0.76
0.97
0.91

0.06
-0.11
-0.10

Interaction 1: Age by No Arts Courses Taken
Scale

Academic
Personal
Social

< = 22 Years No Courses
(n = 97)
M
SD
2.61
0.75
2.84
0.97
2.68
0.91

> 22 Years/ No Courses
(n = 81)
M
SD
2.57
0.66
2.93
0.95
2.72
0.89

g

0.05
-0.10
-0.05

Interaction 2: Age by One or More Arts Courses Taken
Scale

Academic
Personal
Social

< = 22 Years/ Some Courses
(n = 46)
M
SD
3.08
0.55
3.07
0.70
2.90
0.73

> 22 Years/ Some Courses
(n = 70)
M
SD
2.88
0.84
3.11
0.99
2.97
0.92
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g

0.27
-0.05
-0.09

Multivariate and univariate analyses. Preliminary analyses showed that there was no
problem with kurtosis nor were there any significant problems with outliers. Unlike the
previous analysis, the multivariate test of equality of covariance matrices in this case was
significant, Box’s M = 34.233; F (18, 166808.671) = 1.863; p < .05. However, Stevens
(2002) explains that if there are no extreme differences in the size of the groups, as is the
case with this analysis, Wilks’ test will be robust. The significance of the follow-up
univariate (Levene’s) tests for homogeneity of variance were mixed: Academic
Development = .014, Personal Development = .046, Social Development = .224). While
this may appear to be problematic, the violation of the assumption only has a slight effect
— usually only a matter of a few hundredths (Glass, Peckham, & Sanders, 1972; Stevens,
2002).
The differences in students’ perceived academic, personal, and social
development based on their level of participation in arts courses has already been
discussed in detail above; however, it warrants further discussion here. We find in this
analysis that the difference between groups in perceived academic, personal, and social
development based on their participation in arts-related courses is again significant,
Wilks’ Λ = .919; F (3, 288) = 8.43; p < .05. This is no surprise since this is essentially
the same comparison made in the previous analysis. However, it should be noted that
these test statistics are not exactly the same as those presented previously to show this
difference (see Table 2). The difference between these figures is explained by both the
way in which the students are now grouped (participation in arts-related courses and age)
and the absence of student responses to certain questionnaire items that represent both the
independent and dependent variables. As is the case in any MANOVA analysis, the
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participants not providing responses to these included items are dropped from the
analysis and not considered. Because the data set lacks responses to different items from
different students, there will be slight differences in the test statistics between
MANOVAs. 1 However, the trend in observed differences is obvious and intact.
The difference in the academic, personal, and social development of younger
students (< = 22 Years) and older students (> 22 Years) was significant, Wilks’ Λ = .970;
F (3, 288) = 3.01; p < .05. The multivariate effect size in this case is quite small,
D2 = .119; η2 = .030. This indicates that there are significant, however slight, differences
in the perceived development of younger and older students regardless of their level of
participation in arts courses. Younger students (18–22) perceived more academic
development during their time as students while older students (23 and up) perceived
slightly more personal and social growth.
Differences between groups in terms of perceived academic, personal, and social
development of students based on the interaction of the main effects (age and level of arts
course taking) was not significant, Wilks’ Λ = .992; F (3, 288) = .810; p > .05. This
indicates that there are no significant differences in the reported development of students
when grouped by age and level of participation in arts courses. More specifically, there
were no significant differences in the reported development of the younger students and
older students who participated in arts courses. Similarly, there were no significant

1

Three students failed to respond to the gender item of the questionnaire; three students
failed to respond to the age item of the questionnaire; six students failed to respond to the artsrelated course participation items; and four students failed to respond to the arts-related activities
participation items.
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differences in the perceived development of those students who did not participate in arts
courses.
In addition to the MANOVA analyses, univariate analyses (ANOVA) were
conducted to identify which of the dependent variables contributed to the group
differences that were observed. The results of the univariate tests, and the previously
discussed MANOVA results, are provided in Table 4.
Table 4
Multivariate and Univariate Analyses of Variance F Ratios for Measures of Academic,
Personal, and Social Development by Participation in Arts Courses and Age
ANOVA
Source

Courses

MANOVA
F(3,288)
8.43***

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

19.82***

3.25

4.81*

ANOVA
MANOVA
F(3,288)
Age

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

1.75

0.39

0.31

3.01*

ANOVA
MANOVA
F(3,288)
Courses
by Gender

Academic

Personal

Social

F(1, 290)

F(1, 290)

F(1, 290)

0.90

0.04

0.02

0.81

*p < .05. **p < .01. ***p < .001.
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As can be seen in Table 4, differences between students participating in arts
courses and students not participating in arts courses (the first set of ANOVAs) are seen
for two of the three dependent variables. In these instances, the group of students who
participated in arts courses reported a higher perception of development both
academically and socially. There was no significant difference between groups in
perceived personal development. The Hedges’ g effect sizes for the significant variables
are: Academic: -.51, and Social: -.28. These figures indicate that the largest difference
between the two groups is found in their reported academic development. The difference
between groups in their reported social development is significant, but small.
While the results of the MANOVA indicated a slight difference in the reported
academic, personal, and social development of younger and older students, the univariate
analyses reveal that it is unclear which of the dependent variables contributed
significantly to that difference. This is shown by the non-significant F statistics provided
for each of the three dependent variables.
The follow-up ANOVA analyses considering the interaction of the main effects
(arts course participation and age) were non-significant.
Student Development by Participation in Arts Activities and Gender
The third two-factor MANOVA analysis was performed to address the third
research question (Is there a significant difference in students’ academic, personal, and
social development as measured by their level of participation in arts-related college
activities and their gender?). The independent variables of this inquiry include the
students’ reported level of participation in arts-related activities and their reported gender.
Students reported their level of participation in arts activities by choosing one of the
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following responses: “never,” “occasionally,” “often,” or “very often.” In an effort to
clearly differentiate between students exhibiting varying levels of participation in these
activities, those that reported participation (responding with “occasionally,” “often,” or
“very often”) in less than 2 arts-related activities were grouped together (< 2 Activities).
Those students exhibiting higher levels of participation, responding with “occasionally,”
“often,” or “very often” in two or more arts-related were placed in a second group (> = 2
Activities). Students were also grouped according to their reported gender, as either
Males or Females.
Again, the dependent variables included in this investigation are student responses
to the estimate of gains items representing academic, personal, and social growth
(provided on page 58). To each of these items students respond in one of the following
ways: “very little,” “some,” “quite a bit,” or “very much.” In the data set, these responses
are coded as follows: “very little” = 1, “some” = 2, “quite a bit” = 3, and
“very much” = 4.
Descriptive statistics. The means (M), standard deviations (SD), and effect sizes
(g) found in this analysis of student responses to the included variables are provided in
Table 5. These means and standard deviations represent the perceived academic,
personal, and social development of the students of each group (< 2 Activities, > = 2
Activities, Males, Females). Also included are the means and standard deviations based
on the interaction of the two dependent variables (Males/ < 2 Activities, Females/ < 2
Activities, Males/ > = 2 Activities, Females/ > = 2 Activities). Effect sizes (Hedges’ g)
are provided to express the extent of any observed differences.
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Table 5
Means, Standard Deviations, and Effect Size Differences for the Analysis of Student
Participation in Arts-Related Activities by Gender
Outcomes

Cell 1 Statistics

Cell 2 Statistics

Effect

Main Effect: Engagement in Arts Activities
Scale

Academic
Personal
Social

< 2 Activities
(n = 129)
M
SD
2.52
0.76
2.81
0.99
2.59
0.93

> = 2 Activities
(n = 167)
M
SD
2.90
0.70
3.08
0.88
2.95
0.82

g

-0.53
-0.29
-0.41

Main Effect: Gender
Scale

Academic
Personal
Social

M
2.51
2.57
2.36

g

Females
(n = 222)

Males
(n = 74)
SD
0.71
0.88
0.87

M
2.81
3.09
2.93

SD
0.75
0.92
0.85

-0.40
-0.57
-0.66

Interaction 1: Gender by Engagement in Fewer Arts Activities
Scale

Academic
Personal
Social

Males/ < 2 Activities
(n = 35)
M
SD
2.29
0.70
2.50
0.92
2.18
0.92

Females/ < 2 Activities
(n = 94)
M
SD
2.60
0.77
2.92
0.99
2.74
0.89

g

-0.42
-0.43
-0.61

Interaction 2: Gender by Engagement in More Activities
Scale

Academic
Personal
Social

Males/ > = 2 Activities
(n = 39)
M
SD
2.72
0.67
2.63
0.86
2.53
0.79

Females/ > = 2 Activities
(n = 128)
M
SD
2.96
0.70
3.21
0.84
3.07
0.79
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g

-0.34
-0.69
-0.69

Multivariate and univariate analyses. Preliminary analyses showed that there
was no problem with kurtosis nor were there any significant problems with outliers. The
multivariate test of equality of covariance matrices was not significant, Box’s M =
12.784; F (18, 66350.226) = .692; p > .05. Further, univariate (Levene’s) tests for
homogeneity of variance were also found to be non-significant for each of the three
dependent variables (Academic Development = .470, Personal Development = .192,
Social Development = .172).
The multivariate analyses which tested for differences in perceived development
between students participating in fewer arts-related activities (< 2 Activities) and those
participating in more arts-related activities (> = 2 Activities), and differences in perceived
development between genders, were both found to be statistically significant. Looking
first at the differences in students’ perceived academic, personal, and social development
based on their reported level of participation in arts-related activities, we find that
Wilks’ Λ = .930; F (3, 290) = 7.28; p < .05. This indicates that there is a significant
difference in the perceived development of the students in each group. The multivariate
effect size, D2 = .282; η2 = .070, indicates that this is a small to moderate difference.
Substantively speaking, those students who reported participating in more arts-related
activities perceived a slightly higher level of academic, personal, and social development
than those reporting less participation in such activities.
The difference in the academic, personal, and social development of male and
female students was also significant, Wilks’ Λ = .920; F (3, 290) = 8.38; p < .05. The
multivariate effect size in this case is moderate as well, D2 = .466; η2 = .080. This
indicates that there are significant differences in the perceived development of male
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students and female students regardless of their level of participation in arts-related
activities. As was explained in the first MANOVA analysis, females tended to perceive
more development during their time as students in each of the three areas. However, it is
again worth noting that this may be due to the fact that the female group outnumbered the
male group nearly three-to-one (Males = 74, Females = 222). This is another instance in
which the test statistics calculated in this analysis are not exactly the same as those
presented previously to show this difference (see Table 4). However, the trend in the
differences is, again, obvious and intact though the figures do not match exactly.
Differences between groups in their perceived academic, personal, and social
development of students based on the interaction of the main effects (gender and level of
participation in arts-related activities) was not significant, Wilks’ Λ = .991; F (3, 290) =
.85; p > .05. This indicates that there are no significant differences in the reported
development of students when grouped by gender and level of participation in arts
courses. More specifically, there were no significant differences in the reported
development of the males and females that reported more participation in arts-related
activities (> = 2 Activities). Similarly, there were no significant differences in the
perceived development of those students that reported less participation in arts-related
activities (< 2 Activities).
In addition to this MANOVA analysis, univariate analyses (ANOVA) were
conducted to identify which of the dependent variables contributed to the group
differences that were observed. The results of the univariate tests, and the previously
discussed MANOVA results, are provided in Table 6.
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Table 6
Multivariate and Univariate Analyses of Variance F Ratios for Measures of Academic,
Personal, and Social Development by Participation in Arts-Related Activities and Gender
ANOVA
Source

Activities

MANOVA
F(3, 290)
7.28***

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

16.60***

3.02

9.22**

ANOVA
MANOVA
F(3, 290)
Gender

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

8.29**

17.13***

23.60***

8.38***

ANOVA
MANOVA
F(3, 290)
Activities
by Gender

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

0.18

0.47

0.00

0.85

*p < .05. **p < .01. ***p < .001.
As can be seen in Table 6, differences between students reporting more
participation in arts-related activities and students reporting less participation in artsrelated activities (the first set of ANOVAs) are seen for two of the three dependent
variables. In these instances, the group of students that participated in more arts-related
activities reported a higher perception of development academically and socially. There
was no significant difference between groups in perceived personal development. The
Hedges’ g effect sizes for the significant variables are: Academic: -.53, and Social: -.41.
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These figures indicate that the largest difference between the two groups is found in their
reported academic development. Both observed differences are moderate.
Significant differences were also observed in the reported academic, personal, and
social development between males and females. Again, females reported a higher
perception of development in each of the three areas. The effect sizes for each area
indicated that these differences between groups are moderate to large
(Academic: g = -.40, Personal: g = -.57, Social: g = -.61).
The MANOVA was non-significant when the interaction of the main effects was
considered.
Student Development by Participation in Arts Activities and Age
The fourth and final two-factor MANOVA analysis was performed to address the
last research question of the study (Is there a significant difference in students’ academic,
personal, and social development as measured by their level of participation in artsrelated college activities and their age?). The independent variables of this inquiry
include the student’s reported level of participation in arts-related activities and their
reported age. As with the previous test, students reported their level of participation in
arts activities by choosing one of the following responses: “never,” “occasionally,”
“often,” or “very often.” Those that reported participation (responding with
“occasionally,” “often,” or “very often”) in less than 2 arts-related activities were
grouped together (< 2 Activities). Those students exhibiting higher levels of participation,
responding with “occasionally,” “often,” or “very often” in two or more arts-related
activities were placed in a second group (> = 2 Activities). Students were also grouped
according to their reported age. Students reported their age by choosing one of the
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following responses provided in the questionnaire: “18–19 or younger,” “20–22,” “23–
27,” “28–39,” “40–55,” or “over 55.” Depending on the response given, students were
placed in one of two groups. The students that reported an age of “18–19 or younger” or
“20–22” were grouped together (< = 22 Years). Likewise, students choosing one of the
remaining responses, “23–27,” “28–39,” “40–55,” or “over 55,” were grouped together (>
22 Years).
The dependent variables included in this investigation are student responses to the
estimate of gains items representing academic, personal, and social growth (provided on
page 58). To each of these items students respond in one of the following ways: “very
little,” “some,” “quite a bit,” or “very much.” In the data set, these responses are coded
as follows: “very little” = 1, “some” = 2, “quite a bit” = 3, and “very much” = 4.
Descriptive statistics. The means (M), standard deviations (SD), and effect sizes
(g) found in this analysis of student responses to the included variables are provided in
Table 7. These means and standard deviations represent the perceived academic,
personal, and social development of the students of each group (< 2 Activities, > = 2
Activities, < = 22 Years, > 22 Years). Also included are the means and standard
deviations based on the interaction of the two dependent variables (< = 22 Years/ < 2
Activities, > 22 Years / < 2 Activities, < = 22 Years / > = 2 Activities, > 22 Years / > = 2
Activities). Effect sizes (Hedges’ g) are provided to express the extent of any observed
differences.
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Table 7
Means, Standard Deviations, and Effect Size Differences for the Analysis of Student
Participation in Arts-Related Activities by Age
Outcomes

Cell 1 Statistics

Cell 2 Statistics

Effect

Main Effect: Engagement in Arts Activities
Scale

Academic
Personal
Social

> 2 Activities
(n = 129)
M
SD
2.52
0.76
2.81
0.99
2.59
0.93

> = 2 Activities
(n = 167)
M
SD
2.90
0.70
3.08
0.88
2.95
0.82

g

-0.53
-0.29
-0.41

Main Effect: Age
Scale

Academic
Personal
Social

g

> 22 Years
(n = 151)

< = 22 Years
(n = 145)
M
SD
2.76
0.72
2.91
0.89
2.75
0.85

M
2.71
3.00
2.82

SD
0.77
0.98
0.92

0.07
-0.10
-0.08

Interaction 1: Age by Engagement in Fewer Arts Activities
Scale

Academic
Personal
Social

< = 22 Years/ < 2 Activities
(n = 60)
M
SD
2.57
0.78
2.74
0.98
2.54
0.91

< = 22 Years/ < 2 Activities
(n = 69)
M
SD
2.48
0.75
2.86
1.00
2.62
0.95

g

0.12
-0.12
-0.08

Interaction 2: Age by Engagement in More Activities
Scale

Academic
Personal
Social

> 22 Years/ > = 2 Activities
(n = 85)
M
SD
2.90
0.65
3.04
0.81
2.90
0.78

> 22 Years/ > = 2 Activities
(n = 82)
M
SD
2.90
0.75
3.12
0.95
2.99
0.86
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g

0.00
-0.10
-0.11

Multivariate and univariate analyses. Preliminary analyses showed that there
was no problem with kurtosis nor were there any significant problems with outliers. The
multivariate test of equality of covariance matrices was not significant, Box’s M =
15.320; F (18, 258125.295) = .835; p > .05. Further, univariate (Levene’s) tests for
homogeneity of variance were also found to be non-significant for each of the three
dependent variables (Academic Development = .333, Personal Development = .065,
Social Development = .098).
The multivariate analyses which tested for differences in perceived development
between students participating in arts-related activities were, again, found to be
statistically significant, Wilks’ Λ = .926; F (3, 290) = 7.678; p < .05. This indicates that
there is a significant difference in the perceived development of the students in each
group. The multivariate effect size, D2 = .298; η2 = .074, indicates that this is a small to
moderate difference. Substantively speaking, those students who reported participating
in arts courses perceived a slightly higher level of academic, personal, and social
development than those reporting no participation in such courses. This is yet another
instance in which the test statistics calculated in this analysis are not exactly the same as
those presented previously to show this difference (see Table 6). However, the trend in
the differences is, again, obvious and intact though the figures do not match exactly.
The difference in the academic, personal, and social development of younger
students (< = 22 Years) and older students (> 22 Years) was not significant, Wilks’ Λ =
.984; F (3, 290) = 1.575; p > .05. This indicates that there are no significant differences
in the perceived development of younger and older students regardless of their level of
participation in arts courses.
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Differences between groups in terms of perceived academic, personal, and social
development of students based on the interaction of the main effects (age and level of
participation in arts-related activities) was not significant, Wilks’ Λ = .997; F (3, 290) =
.321; p > .05. This indicates that there are no significant differences in the reported
development of students when grouped by age and level of participation in arts-related
activities. More specifically, there were no significant differences in the reported
development of the younger students and older students who participated in arts
activities. Similarly, there were no significant differences in the perceived development
of those students who did not participate in arts courses.
In addition to the MANOVA analyses, univariate analyses (ANOVA) were
conducted to identify which of the dependent variable contributed to the group
differences that were observed. The results of the univariate tests, and the previously
discussed MANOVA results, are provided in Table 8.
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Table 8
Multivariate and Univariate Analyses of Variance F Ratios for Measures of Academic,
Personal, and Social Development by Participation in Arts-Related Activities and Age
ANOVA
Source

Activities

MANOVA
F(3, 290)
7.68***

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

19.97***

6.44*

12.70***

ANOVA
MANOVA
F(3, 290)
Age

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

0.25

0.90

0.66

1.58

ANOVA
MANOVA
F(3, 290)
Activities
by Age

Academic

Personal

Social

F(1, 292)

F(1, 292)

F(1, 292)

0.28

0.02

0.00

0.32

*p < .05. **p < .01. ***p < .001.
As can be seen in Table 8, differences between students participating in artsrelated activities and students not participating in arts-related activities (the first set of
ANOVAs) are seen for each of the three dependent variables. In each instance, the group
of students that participated in arts-related activities reported a higher perception of
academic, personal, and social development. The Hedges’ g effect sizes for the
significant variables are: Academic: -.53, Personal: -.29, and Social: -.41. These figures
indicate that the largest difference between the two groups is found in their reported
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academic development followed by the moderate difference in social development and
small difference between groups in personal development.
The univarviate tests for differences between groups based on age as well as the
interaction of age and level of participation in arts-related activities were non-significant
for each of the three dependent variables.
The four two-factor MANOVAs discussed above illustrate the differences in the
perceived academic, personal, and social development of students participating in the arts
to some degree during their time at Regional Community College and those not
participating in the arts during their time at Regional Community College. The tests also
shed light on the ways that personal characteristics, specifically gender and age, affected
the level of development these students experienced. A discussion of Regional
Community College student development through the arts, based on the figures provided
above, will be presented in Chapter 5.
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Chapter 5
Discussion
Du holde Kunst, in wieviel grauen Stunden,
Wo mich des Lebens wilder Kreis umstrickt,
Hast du mein Herz zu warmer Lieb’ entzunden,
Hast mich in eine beßre Welt entrückt!
Oh sublime art, in how many gray hours,
when the wild tumult of life ensnared me,
have you kindled my heart to warm love,
have you carried me away to a better world!
– Franz von Schober, excerpt from An Die Musik
(Miller, 1973, p. 276-277)
My years as a college student have offered endless opportunities for growth and
development in literally every aspect of my life. At the age of 18, I was admitted to a
community college where I quickly began to search for, discover, and develop my
interests. I had the opportunity to meet and build relationships with truly amazing
people. I learned a tremendous amount from each one of them, instructors and students
alike, both inside and outside of the classroom. I, of course, received valuable lessons in
academics that would open the door to future opportunities — writing skills, critical
thinking skills, an appreciation and understanding of history and culture; however, those
valuable lessons in academic areas were matched, if not surpassed, by the valuable
lessons I received in life. Through my interactions and dealings with others, I discovered
my own beliefs and values. I also learned to appreciate the beliefs and values of those
with whom I was interacting. While rewarding, this was not an easy process by any
means. I struggled often to grasp concepts that were new to me, to understand views that
were much different than my own, and to appreciate the differences that exist between
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people. Perhaps most importantly, I learned to value the struggles of the learning process
as they have helped me to develop into the person that I am today.
So much of the development that I describe here is, as mentioned previously,
closely linked to my participation in the fine and performing arts. Though I participated
in the arts in various ways as a child, and have continued to do so throughout my adult
life, my true appreciation for them began during my time as a community college student.
It is this fact that began this process and initially prompted me to conduct this study.
Aside from satisfying my own curiosity, this study was conducted to answer the
call of the National Endowment for the Arts (2011) for research on the ways the arts
affect those who participate in them. In doing so, an attempt was made to show whether
students’ participation in arts courses and activities, specifically community college
students, could promote their academic, personal, and social development. This
exploratory study adds to the existing literature as it addresses a student population that is
rarely associated with or discussed in terms of their participation in the fine and
performing arts.
The conceptual framework used to guide this study includes the theories of
Alexander Astin and C. Robert Pace. These theories are commonly used individually as
a way of examining college student involvement in the higher education environment as
well as the development that college students experience as a result of that participation.
However, utilizing the theories simultaneously may address the community college
student population more adequately. Astin’s theory of student involvement addresses the
amount of energy that students devote to the programs provided by an institution (Astin,
1999). Pace’s theory focuses more on the quality of the effort put forth by students in
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their participation in the activities provided by the institution (Pace, 1984). Community
colleges undoubtedly strive to provide activities that promote consistent and regular
involvement of their students, making Astin’s theory quite relevant to this discussion.
However, the characteristics of community college students (i.e., age, various adult life
roles, etc.), which often prevent their frequent attendance of college related events, makes
the issue of quality, Pace’s theory, much more pertinent. Therefore the current study
requires the combination of the two theories to adequately address the included research
questions.
In an effort to effectively address the matter of the academic, personal, and social
development of community college students through their participation in the fine and
performing arts, the following questions were used as a guide:
RQ 1: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related courses and their gender?
RQ 2: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation
in arts-related courses and their age?
RQ 3: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related activities and their gender?
RQ 4: Is there a significant difference in students’ academic, personal, and social
development as measured by the CCSEQ by their level of participation in
arts-related activities and their age?
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The Community College Student Experiences Questionnaire (CCSEQ) was used
to measure students’ self-reported levels of participation in arts-related courses and
activities, gender, and age. In addition, the instrument was used to measure the student’s
perceived academic, personal and social development. Having this information made it
possible to identify and examine the relationship between the quality of effort exhibited
in the arts and the self-reported developmental outcomes of the students in each group
(i.e. males, females, older students, younger students, high participation in the arts, and
lower participation in the arts). The data also made it possible to determine any
interaction effects among these variables.
The results of this study can have implications for almost every community
college as each one shares a similar, if not common, mission with the participating
institution, Regional Community College. Also, an interpretation of the results of this
study could potentially shape the manner in which the arts are incorporated into the
community college curriculum as well as the number and quality of the opportunities for
participation in the arts that are offered to the students attending these unique institutions.
The interpretation that follows is provided to address Ron Jones’, and others’, perception
of the problem with the arts in higher education — attempts to show the importance of
the arts in the higher education curriculum that are often made with a “quick rational
argument” (Wolverton, 2009, para. 15).
Summary and Interpretation of Findings
The CCSEQ responses of 303 Regional Community College students served as
the data that were analyzed in the study. Using the Statistical Package for the Social
Sciences (SPSS) to perform the analyses, four 2-factor Multivariate Analysis of Variance
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(MANOVA) tests were conducted in an effort to address each of the four research
questions. The observed differences between groups in each of the three dependent
variables (academic, personal, and social development) will be discussed below for each
MANOVA performed.
Student perception of academic development. The most obvious and
prominent contrast between the groups considered in the current study was that of the
first dependent variable, students’ perception of academic growth while attending
Regional Community College. In each of the four MANOVAs performed, the perceived
academic development represents the largest observed difference between groups.
Academic development through arts course participation and gender. When the
first research question was considered, significant differences in the perceived academic
development of students were observed between all groups. The largest difference
observed in this area of academic development is found between the group of students
taking one or more arts courses and the group taking none. This indicates simply that
those students who invested their time and effort in the arts courses offered by Regional
Community College consistently reported a higher perception of academic development.
Further, it must be stated that the dependent variable for academic development is made
of CCSEQ items that are not specific to the arts. In other words, academic gains are
being experienced by students in areas outside of the arts courses that they were taking.
This is made clear by the first item included in the academic development variable (see p.
58), “becoming acquainted with different fields of knowledge.” This indicates that the
students who reported significant levels of academic development were successful in
transferring their academic gains to seemingly unrelated areas.
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Supporting this idea are two other items included in this variable: “writing clearly
and effectively” and “putting ideas together to see relationships, similarities, and
differences between ideas.” When these two items are taken into consideration, it seems
plausible that the students who took arts courses learned to clearly and effectively express
their feelings on the emotion-provoking content of those courses. After all, it is
challenging to describe to another person, or group of people, why a piece of music, a
play, or a painting is so moving. Such a task requires an individual to examine his or her
own experience and how that experience effects their interpretation of the work. Further,
discussing these art forms with peers and faculty in the classroom requires the students to
accurately articulate their experiences and feelings to others. Finally, the simple act of
examining our own experience and seeing how similar, or different, it is from that being
viewed (the artwork itself) is the very embodiment of “putting ideas together to see
relationships, similarities, and differences between ideas.” These suggestions are in
agreement with the literature in the sense that they insinuate that the students putting
forth a higher quality of effort in the arts can potentially experience higher levels of
cognitive development.
In addition to this large observed difference based on participation, a difference in
the perceived academic development of male and female students was also found.
Females in the sample reported far more academic development during their time as
students at Regional Community College than their male counterparts. It is important to
note that this difference in self-reported development does not take arts-related course
participation into account. This is simply a report of their perceived academic
development during their time at the institution. This is quite an interesting phenomenon;
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although, as was pointed out previously, this difference may be the product of the skewed
sample size used in the statistical observation (Males = 75, Females = 219). Readers may
view such disproportionate figures as problematic or even an issue that could prevent an
accurate comparison of the two groups. However, the disproportionate nature of the
sample actually supports the previously reviewed literature. As Horn and Nevill (2006)
pointed out, community college students are more likely to be female. The U.S.
Department of Education, National Center for Education Statistics (2010) shows that
females represent close to 60% of the total population of the nation’s two-year colleges.
Regional Community College is a perfect example of the typical American community
college as females represent 66% of its student body. While the female students of the
institution are somewhat over-sampled here, it is believed that the observed difference in
academic development between the male and female population of students from which
the participants came is accurately represented.
Finally, differences between groups in self-reported academic development were
observed when the interaction of the two main effects (level of participation and gender)
were considered. This difference can most likely be attributed to the reasons provided
above. Again, higher levels of participation in arts-related courses do appear to promote
a higher perception of development. Also, the fact that there are more female students
attending Regional Community College would suggest that more female students are
taking said courses. This would lead to the logical conclusion that significant differences
would be observed based on the interaction of the two independent variables used in the
first MANOVA.
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Academic development through arts course participation and age. The results
of the MANOVA performed to address the second research question, using level of
participation in arts-related courses and student age as the independent variables, proved
to be both similar and different. For instance, the results still indicate that students who
participated in the arts courses provided by Regional Community College reported a
significantly higher perception of academic growth. The possible reasons for this
difference, and its support of the existing literature, have been discussed above and
warrant no further discussion here except to say that the findings of this MANOVA
support the trend identified in the results of the previous analysis.
When students were grouped by age, significant differences were observed in the
overall development (academic, personal, and social) of the groups as is indicated by the
MANOVA test statistics (see p. 83). However, when academic development was
examined specifically, it appears that students of each group reported similar growth. As
was the case with student gender, older, non-traditional students make up a larger portion
of the American community college student population. Regional Community College
does appear to be typical in this way as well. Though the exact number of older students
(> 22 years) attending Regional Community College is unknown, the number of part-time
students attending the institution represents approximately 60% of its student population.
However, the sample was much more evenly distributed when it came to student age:
younger students (< = 22 years) = 143 and older students (> 22 years) = 151. So, while
there were slightly more non-traditional students in the sample, the two groups were
much more even. This could perhaps explain the similarities in their perceived growth.
Another possible explanation is the fact that all students, regardless of age, are exposed to
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the same arts courses. That being the case, the results of the test (the lack of a significant
difference between groups) could speak to the consistency of the manner in which the
courses are taught by the arts faculty of the institution. It appears that all students are
given the same opportunities to experience the arts, reflect on that experience, and to
effectively communicate the resulting effects of those experiences on their own lives with
their peers and instructors.
The interaction of the main effects (level of participation and age) was found to be
non-significant. In light of these results, the age variable appears to have no significant
effect on academic development of Regional Community College students when
considering arts-related course participation.
Academic development through arts activity participation and gender. Very
similar to the significant differences between groups based on participation in arts
courses, are those observed between groups based on participation in arts-related
activities. Students putting forth a higher quality of effort in arts-related activities
reported a higher perception of academic development. This fact, again, supports the
existing literature that suggests that higher levels of participation in the arts can
potentially promote cognitive development. Gardner (1983b), speaking of music
specifically, suggests that there are “important and integral links that obtain between
music and other spheres of intellect” (p. 122). These “other spheres” include those used
in this study as measures of academic development. Each of these items represents, at
least in part, some aspect of human cognition and effect the ways that individuals make
sense of the world. As such, these results fully support Gardner’s comments.
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Because the gender variable has been discussed above, it will not be discussed
any further except to point out that this analysis showed a continuation and support of the
trend previously identified when the difference between groups, based on arts-related
course participation, was observed.
The interaction of the two main effects, level of participation in arts-related
activities and gender, proved to be non-significant on the academic growth of Regional
Community College students. This demonstrates that gender has little effect on academic
development when participation in the arts is concerned. Males and females alike were
obviously given equal opportunity to participate in such events both on and off campus.
Academic development through arts activity participation and age. The final
MANOVA produced results that are similar to those previously discussed. Significant
differences were again observed between students exhibiting higher levels of
participation in arts-related activities and those exhibiting lower levels of participation.
This was discussed previously and warrants no further discussion here except to explain
that the findings support the trend identified in the results of the previous analyses.
The same can be said of comparisons made in the reported academic development
of younger (< = 22 years) and older (> 22 years) students. This comparison was
discussed previously, and the results of this final analysis only support that discussion.
Finally, the interaction of the main effects, level of participation in arts-related activities
and age was non-significant. This can most likely be attributed to the fact that students of
all ages have equal opportunity to participate in the arts events and activities offered by
the institution. Admittedly, older students with more life roles and responsibilities than
younger students (i.e., parent, employee, church member, little league baseball coach,

103

ballet mom, community volunteer, etc.) could have less opportunity for such activities
and, in turn, experience less academic development. However, the CCSEQ asks students
to report their participation in off-campus arts activities in addition to on-campus arts
activities. Because of this, older students actually have ample opportunity to experience
the arts in the community through the very life roles that may appear to stifle that
participation. For instance, that adult church member may sing in the church choir. The
ballet mom undoubtedly attends each and every rehearsal and performance of her child.
The student who serves as a community volunteer may volunteer his or her time by
coordinating, managing, and acting in the local theatre company. All of these are quite
common activities for adults, and they would certainly qualify as participation in artsrelated activities.
It is clear that this study supports the existing literature in the sense that it shows
how individuals benefit cognitively and academically through their participation in the
fine and performing arts. Further, it indicates that students expending more quality of
effort in such courses and activities can experience more academic development than
those spending little or no time participating in them. The study also demonstrates the
minimal role that gender and age play in the academic development that students can
potentially experience through the arts. Yes, there are differences in the overall
development of males and females, but the multivariate and univariate analyses presented
in chapter 4 suggest that those differences exist even when the arts are not considered.
There are simply differences between men and women. Interestingly enough, there are
little differences between young and old students at Regional Community College in
terms of their academic development during their time as students. Again, this is likely a
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matter of consistency in the arts courses and activities offered at Regional Community
College.
The results of the statistical tests addressing the second dependent variable
included in the study, personal development, will be summarized and interpreted below.
Student perception of personal development. In stark contrast to the clear
differences in the reported academic development of Regional Community College
students are the differences in the reported personal development of the students.
However, there were instances in which significant differences were observed. A
summary and interpretation of the findings of each statistical test is provided below.
Personal development through arts course participation and gender. The
results of the first MANOVA, designed to address the first research question, show a
significant difference in the reported personal development of students that participated
in arts courses and those that did not. Students who devoted time and effort to
participating in arts courses reported a higher perception of personal growth than those
students who had not participated in such courses. This difference highlights the
possibility that students can gain a better understanding of themselves and their place in
the world when given the chance to experience and discuss the various art genres or
disciplines. A brief mention of the CCSEQ items used to measure personal growth may
serve to illustrate this point. The two CCSEQ items chosen to represent students’
personal development were: “becoming clearer about my own values and ethical
standards” and “understanding myself — my abilities and interests.”
It is reasonable to assume that an individual can achieve both of these outcomes
through their participation in arts courses. For example, the moral and social themes that

105

are portrayed and presented in a play through character dialogue and cast interaction can
easily inspire new passions and purposes for audience members. Do such experiences
not promote and even encourage participants to examine their own values and beliefs?
Further, could that self-examination not result in a better self-understanding? Course
activities, designed around students’ experience of the arts (similar to the example given
above), only serve to further develop and solidify that self-understanding. Papers, tests,
discussions, and debates all require students to give context to works of art — to view it
through their own experience and explain their understanding of it. Simply stated, the
assignments and activities performed by students in arts courses lend themselves to the
development of personal values and beliefs, and that could potentially explain the
differences observed between these two groups in their self-reported personal
development.
These results, as well as this discussion of them, are both supported by and in
support of the literature. This support is especially palpable when personal values and
beliefs are discussed in spiritual terms. Recall Halstead’s (1997) comments:
Art forms such as icons, calligraphy, sculpture, stained glass, mosaics,
architecture, and religious painting, dance and music may provide an important
vehicle for developing an understanding of religious ideas, beliefs and concepts,
and for believers such art forms may be an outward expression of inner conviction
or of deep religious truth. (p. 102)
We are inspired by the arts, and that inspiration often shapes our personal values and
beliefs — both secular and spiritual.
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Significant differences were also observed in the reported personal development
of males and females. In fact, this was the largest difference observed in the results of
this test. Female students consistently reported a higher perception of personal growth
during their time as students at Regional Community College. As was the case in the
discussion of academic development, this result is based solely on student gender and did
not consider the students’ level of participation in the arts. However, it is a striking
difference and should be addressed. The most logical, and perhaps best, explanation of
this phenomenon is the fact that females make up a much larger percentage of the sample.
This alone could explain the significant differences in reported development of the
groups, although there is the possibility that the female students in the sample were
simply more reflective in their thinking. This is purely speculative.
When the interaction of the two main effects was considered, there were no
significant differences observed in the personal development of students. This indicates
that gender plays a miniscule role in students’ personal development through their
participation in arts courses.
Personal development through arts course participation and age. The results of
the MANOVA performed to address the second research question, using level of
participation in arts courses and age as the two independent variables, yielded interesting
results, regardless of significance, when students’ perception of their personal growth is
concerned. Irrespective of the manner in which the students were grouped in this test
(i.e., Some Courses, No Courses, < = 22 years, > 22 years, < = 22 years/ Some Courses, <
= 22 years/ No Courses, > 22 years/ Some Courses, > 22 years/ No courses), no
significant differences between groups was observed.
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When students were grouped according to their participation in fine arts courses,
the univariate analysis showed that those students who took one or more arts courses
reported similar personal development to those that did not. This could be taken as an
indication that participation in arts courses in no way facilitates the personal development
of Regional Community College students. However, there is another way that this lack
of significance could be viewed. These results could very well identify a lack of
opportunity for students to reflect on the art being observed as well as a lack of
opportunity to explore the ways in which the themes of the piece can be applied to their
lives while in class. If students are not allowed to make those connections, the personal
benefit of the course will not be realized.
When students were grouped by age, no significant differences were observed in
the reported personal development between groups. The same can be said when the two
main effects (level of participation in arts courses and age) were considered
simultaneously. This indicates that age has no effect on students’ perception of personal
development through their participation in arts courses. These results, while quite clear,
do raise some questions. It seems logical to assume that the older students have a more
wide-ranging collection of life experiences upon which to reflect as a means of
connecting to the art being covered in class. This would, theoretically, create a more
comprehensive understanding of the material as well as lead to deeper discussions of it.
If that were true, would older students not benefit more personally from the course?
Should significant differences not be seen in the reported personal development of
younger and older students?
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It is also plausible to assume that the life experiences of the older students, if
discussed openly in the classroom, would benefit the younger students equally as well.
By hearing stories about the diverse life experiences of the older students, younger
students have the chance to experience art, and the ways in which it influences our lives,
through the eyes of more experienced individuals. This could explain why there is no
difference in the reported personal growth between the two groups. Finally, the lack of
significant findings could, again, simply be attributed to the consistency of instruction in
the arts courses offered at Regional Community College.
Personal development through arts activity participation and gender. The third
MANOVA addressed the third research question using level of participation in artsrelated activities and gender as independent variables. Following the same trend that has
been detailed above, little significance was found between groups when it came to
students’ reported personal development.
When students were grouped according to their level of participation in artsrelated activities, the difference in students’ perception of personal development was nonsignificant. This is inconsistent with the literature that guides the study. The studies and
theories presented in chapter two highlight the psychological, cognitive, physical, and
spiritual influences that the arts can potentially have on human beings. Why were such
gains not reported by the participants devoting more quality of effort to arts activities in
this case? There are two possible responses to this question. The first is that the students
are not provided enough opportunity to participate in the arts. Although it must again be
stated that the opportunity for involvement in the arts does not end when the student
leaves the Regional Community College campus, and the CCSEQ includes items that
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address students’ level of participation in off-campus arts activities. Also, the institution
has a history of providing opportunities for students to experience the various art forms.
For example, in the spring of 2011 (the term in which the participating students
completed the CCSEQ), Regional Community College students had the opportunity to
attend an art exhibit which featured the paintings of a nationally renowned artist, George
Hunt (“2011 News and Press Releases,” 2011). This would certainly be an opportunity
for Regional Community College students to develop personally as the work of this artist
often depicts African American culture and music. The African American students of the
institution could potentially benefit personally by attending the exhibit as the artwork
would foster an appreciation for and pride in the culture from which they come. Students
of other ethnicities could potentially experience equal levels of personal growth as the
images would broaden their perspectives of a culture that is different from their own. In
light of the events offered by the institution, and the fact that the CCSEQ takes offcampus arts participation into consideration, it is unlikely that the non-significant results
obtained here should be attributed to a lack of opportunity for students to participate in
the arts.
The second possible response to the question posed above is that the items chosen
to represent personal growth are simply too narrow to adequately represent the personal
development of Regional Community College students. After all, explaining how a
painting or a piece of music can improve our personal lives can be a difficult thing to
assess or explain.
In contrast to the personal development of students based on their level of
participation in arts-related activities, significant differences were observed in the
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reported personal development of males and females. The females of the sample reported
a much higher perception of personal growth than the males of the sample. These
findings, like those presented in the analyses above, do not consider participation in the
arts at all; they only display the differences in students’ reported personal growth during
their time at the institution based on their gender. In other words, these differences
existed regardless of the students’ involvement in the arts. An interesting fact must be
presented here. Though participation in the arts played no part in the significant
differences observed, it is quite interesting that 57.6% of the females in the sample
reported higher levels of participation in arts activities (> = 2 activities) compared to
52.7% of males. Since more female students participated in arts-activities, that could
have played at least a small role in the difference in the reported personal development of
males and females.
Finally, when the interaction of the main effects was considered, there were no
significant differences found between groups. The results of this inquiry demonstrate
how the role of gender is minute when Regional Community College students’ personal
development through their participation in arts-related is examined.
Personal development through arts activity participation and age. When the
final research question was considered, the significance of the results obtained was
mixed. The univariate analysis, which compared the development of students based on
their level of participation in arts-related activities, indicated that significant differences
do exist in the perceived personal development of students dedicating higher quality of
effort to arts-related activities (> = 2 activities) and students dedicating lower quality of
effort to arts-related activities (< 2 activities). More specifically, the analysis showed that
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students who devoted more time and effort to such activities (> = 2 activities)
experienced slightly more personal development than the students who devoted less time
and effort to them. The significance of this difference does contradict the findings of the
previous MANOVA discussed above, but one must remember that the students being
compared in this instance are not exactly the same as those previously compared.
This finding supports the literature in two ways. First, it provides an example of
how the arts can promote development in the various areas of the human condition. This
is the very point made by the National Endowment for the Arts (2011) in the statement:
“participation in the arts and arts learning has long been believed to support the
development of human potential” (p. 11). All individuals have the potential to grow
personally through practically every conceivable life experience, and the arts, as a part of
those experiences, can bring that potential to the surface.
The observed significant differences between groups also support the student
development theories on which this study is based. Astin (1993) stated that higher levels
of involvement in the college environment can have a significant impact on students’
academic and personal development. Pace (1984) makes similar claims in his quality of
effort theory suggesting that students become more productive when they devote more
time and effort to experiencing educational material. That heightened productivity, in
turn, facilitates student growth. The findings of this specific inquiry confirm the
assertions made by these men as the Regional Community College students who spent
more time experiencing the arts reported more development than those who spent less
time doing so.
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The difference in the perceived academic development of older and younger
students was non-significant. As such, this finding is a continuation of the trend, pointed
out in previous analyses, which shows that the reported development of the younger
students (< = 22 years) and the older students (> 22 years) of Regional Community
College is quite similar regardless of their tendencies to participate in arts-related
activities on or off-campus.
Finally, the differences observed between groups in self-reported personal
development when the interaction of the main effects (level of participation and age)
were considered were non-significant. This further supports the argument that age has
little effect on the development of Regional Community College students through their
participation in the arts.
Student perception of social development. More distinct than the modest
differences observed between groups in terms of their personal development are the
differences between groups in the third dependent variable, student perception of social
development. The observed differences between groups in social development will be
discussed below for each statistical test.
Social development through arts course participation and gender. When the
first research question was considered, the significance of the results explaining the
differences in students’ perception of social development was mixed. The first univariate
analysis, which grouped and compared students according to their level of participation
in arts courses, revealed statistically significant differences between the two groups.
Those students who reported a higher quality of effort in arts-related courses also
reported a higher perception of social development than those students who reported a
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lower quality of effort in such courses. The social development variable of this study
included three estimate of gains items included in the CCSEQ. These three items are:
“becoming aware of different philosophies, cultures, and ways of life,” “understanding
people and the ability to get along with different kinds of people,” and “developing the
ability to get along with others in different kinds of situations.”
These items, and the observed differences in the students’ responses to them, are
consistent with the literature. McCarthy et al. (2004) describes the social benefits of
participation in the arts, suggesting that they promote interaction between community
members. That interaction is facilitated further in arts courses because the courses act as
a road map that helps students to connect personally with the art itself and helps students
connect with one another. Through discussions and debates with classmates in the
classroom, as mentioned briefly above, students gain an awareness of the diverse cultures
and philosophies represented by the members of the class. A student discussing how a
piece of music evokes memories of a special time in his or her life can open the minds of
others to ideals and feelings that are foreign to them. It is logical to think that the class’
new understanding of that individual’s life and culture, would soon turn to appreciation.
Based on the results of this MANOVA, it appears that the Regional Community College
students who participated in one or more of the institution’s arts courses likely had
similar experiences to those described here.
These results are consistent with the theories of Pace and Astin as well. Astin
(1993) makes very specific claims when discussing the relationship between student
involvement and social development. He suggests that there is a positive correlation
between student–student interaction and the development of students’ “interpersonal
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skills” and “cultural awareness” (p. 385). These two areas of development are very
similar, and closely related, to the CCSEQ items chosen to represent social development.
The largest differences between groups, in terms of social development, were
those observed between males and females. The female students in the sample
consistently reported higher levels of social development during their time as students at
Regional Community College. This is not surprising since the female students also
reported significantly higher development in the other two developmental areas included
in this study (academic and personal). These differences cannot be attributed to the
students’ participation in arts courses as it was not considered in this particular univariate
analysis. It is simply another statement of the differences in the development of the
males and females of the sample and Regional Community College as a whole.
Finally, there were no observed differences between groups in self-reported social
development through participation in arts courses when the interaction of the main effects
was considered. This indicates that gender had little impact on Regional Community
College students’ social development through their participation in arts courses.
Social development through arts course participation and age. The results of
the second MANOVA, addressing the second research question, was mixed in terms of
its significance. They were also similar to those found in previous inquiries. For
example, the univariate analysis that compares students according to their level of
participation in arts courses still indicates that there are significant differences between
the two groups. Plainly stated, students taking more arts courses report more social
development than students taking fewer or no arts courses. Because this result is so
similar to those discussed above, and connects to the literature in the same ways, it will

115

not be discussed any further here except to point out that it supports those findings and
strengthens the argument that participation in arts courses can facilitate the social growth
of Regional Community College students.
The same can be said for the difference in students’ social development when
grouped according to their age. As was the case with both the academic and personal
development of students in the sample, no significant differences were observed in the
self-reported perception of their social development. Further, no significant differences
were observed when the interaction of the two main effects (level of participation and
age) was considered. This is further evidence that the age of Regional Community
College students plays practically no role in their development through their participation
in the arts. A suggested explanation for this result has been provided above and will not
be explained further here.
Social development through arts activity participation and gender. The results
obtained when the students were grouped according to their level of participation in artsrelated activities and gender were nearly identical to those observed in previous tests.
The first univariate analysis shows that the students who devoted more time and effort to
arts activities while attending Regional Community College reported a higher perception
of social growth than those students devoting less time to such activities. Again, this is
consistent with the reviewed literature.
As the literature indicates, the arts have the ability to bring people together. The
social gatherings that are motivated by artistic performances or events then provide the
opportunity for building relationships as well as solidifying and advancing personal and
communal interests and causes. For example, we often see musicians performing at
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political events these days. Why is this? It happens because political parties and public
figures understand that art forms like music link people from different walks of life, and
from opposite corners of the earth, together. When that common interest is provided,
individuals are given the opportunity to congregate, share other thoughts and beliefs, and
build a supportive community around the ideals developed and shared by those attending.
McCarthy et al. (2004) make this point saying that the social benefits of the arts include
community building and the promotion of the “empowerment of communities to organize
for collective action” (p. 14).
Events like this are not exclusively political. They are used by religious
establishments, secular organizations, and educational institutions alike to promote the
social interaction of people interested in the ideals and principles held by each respective
organization. These activities promote the various causes of organizations, and the cause
of every educational institution, including community colleges, is to ensure the academic,
personal, social, and professional success of their students. By offering events that
incorporate the arts, or events that are dedicated to them, these institutions facilitate the
social interaction and development of students and in turn promote their success.
When students were grouped according to their gender, we again find significant
differences in the reported development of the groups. Females reported far more social
development during their time at the institution than their male counterparts. This
difference, which is in no way connected to students’ reported level of participation in
arts activities, has been discussed above and warrants no further discussion here. The
results of this univariate analysis only highlight further the consistency of the differences
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observed in the development of male students and female students at Regional
Community College.
In addition, no significant differences were found when the two main effects were
considered simultaneously. This shows that when students’ development through the arts
is being analyzed, gender plays little to no role in their social growth.
Social development through arts activity participation and age. The
implications on students’ social development made by the fourth and final MANOVA are
consistent with the findings obtained for the other dependent variables (academic and
personal growth). Significant differences in the social development of Regional
Community College students were again observed between groups when students were
grouped by their reported level of participation in arts-related activities. Students that put
forth more quality of effort in arts-related activities reported more social development
than those that devoted less quality of effort to arts-related activities. No significant
differences between groups were found when students were grouped according to their
age. After analyzing the results of each statistical test, for each dependent variable, it is
clear that age had little effect on the reported development of Regional Community
College students. Finally, the interaction of the two main effects was not significant.
This further supports the idea that age is no factor in the social development of Regional
Community College students.
Now that the results of each MANOVA, for each area of student development
considered, have been summarized and interpreted, the implications of the findings for
community colleges will be briefly discussed below. Suggestions for future research
(based on these implications) will also be provided.
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Implications, Suggestions, and Future Research
McCarthy et al. (2004) stated that “understanding the benefits of the arts is central
to the discussion and design of policies affecting the arts” (p. iii). The aim of this study
was to foster that understanding. By showing these benefits, or lack thereof, empirically,
the recommendation to include or exclude the arts from the community college
curriculum can be made. The results of this study do suggest that community college
student quality of effort in arts-related courses and activities can potentially lead to higher
developmental gains. Such courses and activities do in fact afford students the
opportunity to immerse themselves in material that has been championed by many to
facilitate human development. These courses and activities also encourage students to
spend more time engaged with faculty and classmates in a learning environment.
According to Pace (1984) and Astin (1985), it is this type of engagement that helps to
ensure student success in college.
Viewing the results of this study, and the literature on which it was based,
prompts me to make a recommendation to Regional Community College that, in light of
the current economic situation, may seem counter-intuitive. The study provides evidence
that higher levels of student participation in arts-related courses and activities can lead to
higher levels of reported academic, personal, and social development. For this reason, I
would recommend that the institution’s current course offerings be preserved and even
enhanced if possible (find ways to encourage increased off-campus participation and
attendance to students). The college currently offers the following arts courses to
students: Introduction to Film, Art Appreciation, Introduction to Theatre, Drawing,
Painting, and Music Appreciation (“[Regional] Community College Schedule of
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Classes,” 2012). In addition, the institution offers the occasional arts-related event on
campus such as the previously discussed art exhibit featuring the work of George Hunt.
Preserving or enhancing these courses and activities at this time is counterintuitive in the sense that the arts usually take the brunt of budget cuts in higher education
during times of economic uncertainty. This is usually done to preserve other “core”
educational offerings. However, if further evidence can be found of the beneficial nature
of student participation in the arts, the arts can be presented as a vital part of that “core”
curriculum.
A couple of recommendations for future research can be suggested based on the
design and results of this study. First, it may be of interest to community college
practitioners to know the extent to which ethnicity and socioeconomic status affect
students’ level of arts participation as well as their academic, personal, and social
developmental outcomes. Student gender and age are considered here, but the remarks of
Horn and Nevill (2006) cannot be overlooked. They state that “community college
students are more likely to be older, female, from low-income families, and are less likely
to be white” (p. 9). Future research devoted specifically to these student characteristics,
and their role in students’ development through the arts, can help to paint a more
comprehensive picture of the topic.
A second suggestion for future research would be to look closely at the
pronounced differences observed in the overall perception of development between the
male and female students of Regional Community College. These were the most
consistent and distinct differences observed throughout the entire project. Because the
males in the sample so obviously trailed their female colleagues in every area of
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development observed here, it would be beneficial to determine why this phenomenon
occurred and how it can best be rectified in the future.
Conclusion
Oft hat ein Seufzer, deiner Harf’ entflossen,
Ein süsser, heiliger Akkord von dir,
Den Himmel bessrer Zeiten mir erschlossen,
Du holde Kunst, ich danke dir dafür!
Often, a sigh escaped from your harp,
a sweet, solemn chord from you,
has opened the heaven of better times for me—
o sublime art, I thank you for it!
– Franz von Schober, excerpt from An Die Musik
(Miller, 1973, p. 276-277)
The arts are not merely extras that community colleges should offer to students as
a means of exposing them to some type of entertainment. No, they should be offered
because they are important in the shaping of the human condition — because they are the
“hallmark of civilization” (National Endowment for the Arts, 2011, p. 11). We can all
undoubtedly recall a time in which one artistic genre or another evoked our emotions,
enhanced our reactions, or influenced our perceptions. Tearful songs, energetic dances,
beautifully-painted landscapes, and heart-felt portrayals of legendary characters can
change us and make us better in many ways. Further, when these things are experienced
and enjoyed with others (or even through the interpretations of others) they become much
more powerful and have an even greater ability to transform us. The tearful song could
bring memories of a relative, prompting someone to speak of that person. The energetic
dance is, perhaps, reminiscent of a very special time and place for a student. The
landscape may be of a peer’s childhood home. And the legendary character portrayed on
stage may inspire us to fulfill a dream. The arts call on us to reflect on our own
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experiences, and they beg us to build upon those experiences in ways that transform us
into something better than we were beforehand. However, I propose that this is not only
the purpose of the fine and performing arts, but it is the very purpose of the educational
process as well. As such, a melding of the two seems to be a very logical and necessary
thing.
I am concluding this study in this way because I am a living example of how the
arts can benefit a community college student, not only during his or her time at their
respective college, but throughout their lives. It is not logical to expect every community
college student to benefit from their participation in the arts the way that I have. That is
understood and is certainly not being suggested here. However, I believe that many can
relate to my experiences, at least to some extent, and the possibility that the arts could
foster the development of other community college students in similar ways at the very
least necessitates the inclusion of these courses and activities in the community college
curriculum in the future.
During my brief time at a community college in central Alabama I was able grow
academically, personally, and socially. My academic development during that time
included the acquisition of important knowledge and skills that have played a major role
in my later academic success. I am proud to say that this success will soon include the
completion of a terminal degree. My personal and social development during my time at
the college is evident in the meaningful, lasting relationships that began during that time.
I still enjoy many of these relationships today, and I could not imagine who or where I
would be without them. I truly believe that the arts have served as a conduit through
which I have been able to accomplish these things. As I reflect on all of my experiences,
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relationships, and the possibilities that lay ahead, I must echo Schober’s familiar
sentiments, “Du holde Kunst, ich danke dir dafür” (Miller, 1973, p. 276).
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